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ABSTRACT

While African American women have been participating in higher education for
more than a century, they remain significantly underrepresented among college and
university professors in America. This study was pursued in an attempt to address the
underrepresentation of African American women faculty at public and private
universities within the State of Florida. More importantly, the study aimed to examine
the role of the McKnight Doctoral Fellowship program (MDFP) in assisting McKnight
Doctoral Fellow alumna in doctoral degree attainment, preparing them for the
professoriate and contributing toward their professional success. A phenomenological
methodological approach was used for this study, which was informed by doctoral
student persistence theory, socialization theory, critical race theory and critical race
feminism. These enlightening lenses allowed for the amplification of the lived
experiences of McKnight Doctoral Fellow alumna.
The findings from this study seem to suggest that social support received from
family and McKnight faculty, as well as financial support via the McKnight Doctoral
Fellowship stipend, and academic support offered by the MDFP were the prominent
experiences that contributed toward MDFP alumna’s persistence in and completion of
their doctoral programs. Additionally, participants noted that preparation for the
professoriate would not have been possible without the professional development

vii

workshops and guidance from McKnight Doctoral Fellowship faculty and alumni who
had already navigated the chilly climates at their respective institutions. Finally,
participants discussed how informal mentoring relationships with McKnight Doctoral
Fellowship faculty and formal mentoring relationships with colleagues on campus were
instrumental in contributing toward their professional success.
The African American women faculty in this study are not classified as
superwomen, but rather individuals who had the ability and strength to overcome many
obstacles and hurdles to succeed academically and in the professoriate. The participants
faced exclusion, neglect, racism, sexism, and other forms of oppression within their
respective graduate programs and academic environments. However, these African
American women, like many others, gained strength from family, McKnight peers and
faculty, mentors at their respective institutions and their inner selves to persist throughout
their arduous, doctoral journey and professional careers. Many of the women did not
receive a “blue print” on how to navigate the doctoral process or the professoriate, but
they empowered themselves to seek this pertinent information to achieve success in both
arenas. Therefore, this study provided the participants an opportunity to voice, testify,
and reflect on their experiences, but, more importantly, the women created new
knowledge on the factors that affect doctoral degree attainment as well as the experiences
that contribute toward their professional success. To gain a better understanding of how
to address the recruitment and retention of African American doctoral students and
faculty and aid in their success, graduate departments, higher education administrators
and policymakers would do well to take note of the voices and perceptions of these

viii

MDFP alumna. Their experiences provide a more accurate portrait for change within
academia in the State of Florida and across the nation.
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CHAPTER ONE:
INTRODUCTION
A growing concern for higher education is the need to increase the pipeline for
African American women faculty who desire to enter the academy. The American
professoriate has not become as racially and ethnically diverse as the general public
(Turner & Myers, 2000). In recent years, scholars have looked to the pipeline as a viable
solution to address the problem (Astin; 1982; Clague, 1990). Some have proposed that
the pipeline “leaks” because ungenial work environments discourage qualified
individuals from entering or persisting in the professoriate (Trower & Chai, 2002; Turner
& Myers, 2000). Another notable observation is that of a “crack” in the pipeline
characterized by qualified minority doctorates who choose postdoctoral positions outside
of the professoriate or who become employed in administrative positions in higher
education (Trower & Chait, 2002). Maintaining a critical mass of minorities in the
pipeline remains essential to redressing the low number of African American women
professors.
Based on traditions established by federal mandates for affirmative action, many
institutions of higher education have established affirmative action programs aimed at
attracting high achieving African American students to pursue faculty careers. Such
programs are aimed at providing systematic, corrective action to compensate for the
historical legacy of social and economic disadvantages accrued to African Americans,
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which researchers have documented persist in higher education (Trower & Chait, 2002).
Scholars have also documented the underachievement in and obstacles to postsecondary
education for African American students (Allen, 1992; Hurtado, 1998). Numerous
investigations point to the lack of interaction between African American students and the
largely White faculty (Stanley, 2006b), isolation from other African Americans students
(Turner, 2002; Stanley, 2006b), lack of finances (Clewell, 1987; Bowen & Rudenstine,
1992; Goldsmith & Pressley, 1999; Turner, 2002; Stanley, 2006b) and low institutional
expectations (Turner & Myers, 2000) as being a barrier to postsecondary education. The
amount of research on the obstacles faced by African American students in higher
education is much greater than that which has documented their success (Arnold, 1993;
Rendon, Jalomo & Nora, 2000). Research on fellowship programs that improve social
and economic opportunities for all students of color, including high achieving students,
better informs efforts higher education is making to be more equitable.
One of the ongoing debates surrounding fellowship programs for graduate
students is whether to focus resources on a select few, high achieving individuals or to
spread resources among a wider range of academic performers in hopes of attracting and
recruiting them to the professoriate (Gandara & Maxwell-Jolly, 1999). Each of these
strategies are adhered to by many campus-based minority faculty preparation programs.
Yet, few studies have investigated what factors contribute to the educational success and
career attainment of African American students (Bowen & Bok, 1998; Fries-Britt, 1998).
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Background
As many observers of demographic trends in the United States have noted for
some time, the non-White population is growing faster than the White population (Turner
& Myers, 2000). Table 1 depicts these changes.
Table 1
U.S. Population, 2000 to 2010

White
African American
Latino (of any race)
American Indian
and Alaskan Native
Total*

2000 (%)
211,460,626 (75.1)
34,658,190 (12.3)
35,305,818 (12.5)
2,475,956 (0.9)

2010 (%)
223,553,265 (72.4)
38,929,319 (12.6)
50,477,594 (16.3)
2,932,248 (0.9)

281,421,906

308,745,538

% Change
(2.7)
+0.3
+3.8
---

Source: Adapted table (U.S. Census Bureau, 2010)
*Total does not add to 100 percent because of individuals identified as “other race” or of two or more races
are left out.

As shown in the Table 1, the Latino population has become the fastest growing subgroup,
and is now the largest minority group in the United States. Additionally, sociologists
have predicted that in the U.S., the Asian population will change from 9 million in 1995
to 34 million in 2050, comprising 8% of the total population, while during the same
years, the Hispanic population will grow from 27 million to 95 million, or 25% of the
total population (National Center for Education Statistics, 2008)). As the population of
color in the United States is currently approaching 25% to 30% (Stanley, 2006a), it is
expected to increase exponentially by the year 2050. Yet, faculty of color remain an
underrepresented population, comprising 17% of the population in universities and
colleges (National Center for Education Statistics, 2008).
Educational attainment of racial and ethnic minorities. Table 2 shows the
percentage of Doctoral Degree Attainment by Racial and Ethnic Group from 2000 and
3

2010. The data presented here reveals that the percentage of doctoral degrees earned by
students of color continues to lag behind their representation in the general population.
African Americans statistically had no change and Latinos have increased their share of
the overall number of degrees earned in the ten year period reported. The percentage of
doctoral degrees earned by the White subgroup decreased during the period; however, the
number of doctoral degrees earned by that subgroup remained persistently greater than
that group’s share of the overall population. Asian Americans also earned a greater share
of the doctoral degrees earned in 2000 than their share of the overall population. The
percentage share of doctoral degrees African American earned equaled six percent,
though they make up thirteen percent of the general population.
Table 2
Percentage of Doctoral Degree Attainment by Racial and Ethnic Group, 2000 and 2010
2000

2010

African American

6.6

6.0

American Indian

0.5

0.4

Asian American

7.1

8.10

Latino

3.8

4.5

White

82.0

81.0

All

100.0

100.0

Note: Includes Ph.D., Ed.D., and comparable degrees at the doctoral level. Excludes first professional
degrees such as M.D., J.D., and D.D.S.
SOURCE: Digest of Education Statistics, 2010

African American faculty in Ph.D.-granting institutions. Although African
American faculty work in different institution types (i.e., community colleges, liberal arts
colleges, etc.), their placement in the most selective institutions, doctoral-granting
institutions, is particularly significant given the prestige research universities have in the
4

institutional hierarchy. Table 3 shows employment figures for full-time faculty in the
United States in research and doctoral institutions disaggregated by race and ethnicity. In
the previous tables, the researcher reported on the number of African American students
eligible to enter faculty positions, based on degree attainment statistics. As the data
indicates, structural inequality persists into the hiring and placement of minorities in
faculty positions throughout doctoral institutions.
Table 3
Percentage Full-time Faculty Members by Racial Group in Research Universities and
Doctoral Granting Institutions, 2009

Total
African
American
American
Indian
Asian American
Latino
White

(Number in
thousands)
255.3
9.0

Public
Research
137.5
3.2

Private
Research
39.0
3.7

Public
Doctoral
58.1
3.9

Private
Doctoral
20.7
4.4

1.6

0.5

0.2

1.3

0.7

19.8
8.5
216.4

8.5
3.4
84.5

7.0
3.5
85.6

6.0
3.0
85.8

9.2
3.9
81.8

Source: Digest of Education Statistics, 2010

Full-time faculty in research and doctoral institutions are tenured and tenure track
faculty. Full-time faculty of color in research universities are underrepresented with
respect to the percentage of African Americans and Latinos found in the overall
population in the United States. The highest percentage of full-time African American
faculty appear in private doctoral institutions. However, the highest percentage of African
American faculty in research and doctoral institutions falls below the percentage of
doctoral degrees earned by African Americans, as reported previously.
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Faculty in research universities differ from faculty in other higher education
institutions in that their research loads are higher than their teaching loads. Training in
doctoral education most resembles faculty work in research universities. One hypothesis
about the low numbers of African American faculty in research universities is that
African American students in doctoral study have fewer opportunities to interact with
individuals who might inform them about career possibilities in academia (Turner &
Thompson, 1993).
African American women faculty. Despite gains in female representation of
full-time faculty positions within the professoriate, African American women faculty
appear to continue to be underrepresented in faculty positions. According to Schuster
and Finkelstein (2006), “The proportion of women among full-time faculty has doubled
from approximately one in six (17.3%) in 1969 to more than one-third (35.9%) in 1998”
(p. 51). In 2006, 41% of female faculty held tenure compared to 55% of male faculty
(U.S. Department of Education, 2009). Perna (2005) finds that women are
underrepresented in the highest full-time tenured ranks and that 19% of women hold the
rank of full professor at four year universities compared to 42% of men at the same level.
U.S. Department of Education (2009) data show that 32% of all full-time faculty
at degree-granting institutions are White females and less than 4% of all full-time faculty
at degree-granting institutions are African American women. Furthermore, the data
indicate that less than 1% of full professorships are held by African American women
while 23% of full professorships are held by White females (U.S. Department of
Education, 2009). According to Gonzalez (2007), this disparity is reflected and possibly
caused by the disproportionately low number of African American women completing
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terminal degrees compared to their White counterparts. The subsequent result is that an
even lower proportion of African American women are present within the professoriate
(Gonzalez, 2009) and seemingly even fewer achieve tenure.
Table 4 illustrates the percentage of full-time African American women in the
professoriate in relation to all full-time faculty in the professoriate.
Table 4
Full-time Faculty and Full-time African American Women Faculty serving in the
Professoriate in Degree-granting Institutions since 2007
Faculty type

Totals

White

Minority

Minority % of
Faculty type

All Faculty
Professors
Associate
Assistant
Female
Professors
Associate
Assistant

703,463
173,395
143,692
168,508
294,348
45,907
57,032
79,767

540,460
147,867
115,274
117,618
226,085
39,463
46,292
57,211

119,906
22,734
24,255
34,940
52,759
5,852
9,495
16,733

17
13.1
16.9
20.7
17.9
12.7
16.6
21.0

African
American
Women % of
Faculty type
3.6
2.4
3.3
3.8
3.9
2.7
3.4
3.8

Note. This table illustrates minority faculty as a percentage of total faculty, excluding race/ethnicity
unknown. U.S. Department of Education, National Center for Education Statistics, 2007 Integrated
Postsecondary Education Data System (IPEDS), Winter 2007-08.

Summary
In summary, the representation of African American faculty in general and more
specifically, African American women faculty, has grown over the past 15 years but
higher education still has far to go before parity is reached for these segments of the
professoriate. Institutions of higher education must be more inclusive of African
American women faculty and make best use of the valuable contributions they bring to
the educational setting. Rectifying the unbalanced representation of African American
women faculty can help colleges and universities to be more effective in improving levels
7

of educational attainment of an increasingly pluralistic student body and broader society.
A program that has been identified within the State of Florida to assist in improving
levels of educational attainment is the McKnight Doctoral Fellowship Program.
Overview of the McKnight Doctoral Fellowship Program
Although the targeting of African American women doctoral students for specific
fellowship awards with the aim of increasing their representation among Ph.D. recipients
is not new (Blackwell, 1988), the McKnight Doctoral Fellowship program (MDFP) may
represent a unique effort in terms of its attempt to address needs in the African American
Ph.D. production process that are often unmet even by similar fellowship programs. The
following description is a brief overview of the McKnight Doctoral Fellowship program,
which focuses on formative and summative information regarding the program and its
success to date.
Background and historical synopsis. The MDFP was established in 1984 in the
State of Florida with the aim of increasing the number of African American earning
Ph.D. degrees, especially in disciplines where African Americans are underrepresented.
McKnight fellows are selected on a competitive basis from a national pool of applicants
who have been accepted for doctoral study at nine participating universities in Florida:
Florida A & M University, Florida Atlantic University, Florida Institute of Technology,
Florida International University, Florida State University, University of Central Florida,
University of Florida, University of Miami and University of South Florida. The MDFP
represents a partnership with these institutions, because each school participates in the
selection of new fellows, assumes a commitment to provide supplemental support the
five-year fellowship awards and maintains close contact with MDFP staff throughout the
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duration of a McKnight fellow’s matriculation at that institution. Moreover, faculty and
administrators from these institutions participate in all of the program activities of the
MDFP. Initially established through a gift from the McKnight Foundation of Florida,
funds are supplemented by the Florida State legislature. The MDFP is a part of the
Florida Education Fund (FEF), the sponsoring organization established as an outgrowth
of the MDFP to address a broader range of educational needs of African Americans and
other minorities in the state of Florida.
Formative components. MDFP formative components include: (a) annual
orientation workshops, (b) the FEF annual meeting and graduate school conference, (c)
an annual research and writing conference, and (d) intensive research and writing
institute. A brief description of each of these components is provided below as described
by the McKnight Doctoral Fellowship Program Director, Dr. Lawrence Morehouse.
Orientation workshops. After the process of selecting new McKnight fellows is
completed in early spring, the new fellows are invited in early summer to attend the
MDFP orientation workshops, which are held in Tampa, Florida over a two-day period.
The workshops are conducted by professors, administrators, and the McKnight fellows
who have recently advanced to the stage of doctoral candidacy or received their doctoral
degree. The initial workshop introduces new fellows to the MDFP system of academic,
social and motivational support (Florida Education Fund, 2011). Additional workshops
focus on topics such as developing strategies to maximize success in graduate school,
preparing for doctoral examinations, and selecting courses, areas of specialization and
dissertation committee (Florida Education Fund, 2013). Finally, fellows have the
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opportunity to informally meet and interact with representatives (i.e., professors and
administrators) from their own and other participating institutions.
Annual meeting and graduate school conference. Held in the late fall, the
objectives of this conference are to provide workshops intended to assist fellows in
meeting the challenges faced in the doctoral training process (Florida Education Fund,
2013). For example, the conference offers specialized training sessions related to
professional development and to recognize newly graduated McKnight fellows.
Participants include McKnight fellows and recent graduates, faculty mentors and liaisons
from the nine participating institutions, and invited presenters (Florida Education Fund,
2013). The workshops during the conference identify and address potential issues which
may arise as graduate student advance through the doctoral process, including the stages
of preparing for and taking the Ph.D. qualifying examinations, selecting and working
with the dissertation chairperson and other dissertation committee members, conducting
dissertation research, writing the dissertation, and preparing for and defending the
dissertation (Florida Education Fund, 2013). Specialized sessions are offered on the
development of successful conference presentation techniques and skills in writing grants
and research reports for publication (Florida Education Fund, 2013).
Annual research and writing conference. Held in mid-winter, this conference
gives fellows an opportunity to present professional papers that includes reviews by both
peers and experienced professionals (Florida Education Fund, 2013). This process is
intended as a learning opportunity for fellows to broaden their knowledge in their field,
improve doctoral comprehensive exam performance, and accelerate completion of the
dissertation (Florida Education Fund, 2013). Presenters receive feedback on both the
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substantive content of their paper and presentation style. There are also workshop
sessions on the advanced stages of doctoral training and early career preparation,
including prospectus development, dissertation research, writing and defense, preparation
for job interviews, and strategies for maximizing success in tenure-track positions
(Florida Education Fund, 2013).
Intensive research and writing institute. The aim of the Institute is to provide a
setting which is conducive to and provides the resources and guidance that are
appropriate for uninterrupted engagement in research and writing activities leading to the
production of journal articles, dissertation proposals, and final dissertation drafts (Florida
Education Fund, 2013). The Institute not only provides McKnight fellows with an
opportunity to further sharpen their research and writing skills, but also complete
academic work products, accelerate their pace toward degree completion and become
more competitive recruits in the academic marketplace (Florida Education Fund, 2013).
Summary. The MDFP addresses the goal of increasing the representation of
African Americans among doctoral degree recipients by going beyond traditional
fellowship support, which is usually restricted to providing financial resources to cover
tuition, fees and living expenses (Florida Education Fund, 2013; Morehouse & Dawkins,
2006). The MDFP provides traditional financial support, but it also devotes resources to
address academic, social and motivational needs of McKnight fellows. The MDFP’s
approach focuses on creating and implementing workshops and conferences in
conjunction with participating institutions to support progression through each stage of
the doctoral degree process, while providing further opportunities for fellows to gain
research and publication experience (Florida Education Fund, 2013). Although the
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MDFP awaits a formal evaluation of its effects, the success of the MDFP is clearly
evident by data outlined in Chapter Three. The most impressive evidence is the MDFP’s
sustained success in contributing to the production of African American doctorates (with
a completion/retention rate of approximately 84.3%), and in particular, African American
women doctorates (Florida Education Fund, 2013).
Statement of the Problem
In their seminal book, “American Professors,” Bowen and Achuster (1986)
characterize faculty in higher education as a “national resource imperiled.” They assert
that the primary reason for this is the deteriorating conditions of the American faculty
which have led to a decrease in the attractiveness of faculty careers and consequently a
waning in the numbers of doctoral recipients entering faculty ranks. A 2010 report from
the American Association of American Universities (AAU) and the Association of
Graduate Schools (AGS) confirm Bowen and Schuster’s findings. The AAU and AGS
report that the proportion of U.S. students earning doctoral degrees has been declining for
two decades, as most of the growth has been among non-Americans, and the absolute
number of U.S. doctoral recipients has been declining for more than a decade.
Federal data on the representation of African American faculty in higher
education reveals that African Americans represent 7% of full-time faculty at public and
private research institutions and public and private doctoral institutions (Digest of
Education Statistics, 2010). Since African Americans comprise 12.6% of the overall U.S.
population, it is clear that this group is significantly underrepresented among full-time
faculty at research and doctoral granting institutions (Digest of Education Statistics,
2010).
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Increasing the representation of African American women faculty must be a
pertinent issue if society seriously intends to remedy the problems of recruitment,
retention, and graduation of African American women. Increasing the supply of African
American women faculty is good for everyone in the academy and in society. African
American women faculty help increase the educational aspirations of African American
students by providing positive role models of individuals who have achieved high levels
of academic success. They may also help White students overcome prejudices about the
intellectual capabilities of people of color, and may help White faculty members gain
deeper understanding and appreciation of different cultural heritages through discussion
and mutual exchange of ideas.
In order to truly achieve a multi-racial and culturally pluralistic academic
environment, universities must be ready to deliver a more diverse faculty. Faculty are the
“gatekeepers” to professional credentialing for students, and they provide or deny access
to faculty positions. Truly diverse faculties include the voices of African American
women faculty who are tenured and empowered to speak their voices with independence
and conviction and are more likely than non-tenured faculty to make decisions
unencumbered by in-house politics and personal career considerations.
Why the urgency to increase the supply of African American women faculty?
Demographic and economic trends make it imperative that educational opportunities for
people of color be expanded. As of today, one-third of our nation and workforce is
comprised of people of color. The need to reflect the increasing diversity of our nation
among faculty and students as well as the need to train a highly skilled workforce to
compete in a technology and information-based global economy dictates the urgency to
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increase the availability pool of African American women doctorates for faculty
recruitment.
Moreover, a significant presence may help our nation’s colleges and universities
become more successful in attracting, recruiting, and retaining African American female
students. The logic is clear and simple—to get more African American women faculty in,
we have to get more African American women doctoral students out. “A substantial
increase in the supply of minority American Ph.D.’s…is the sine qua non of racial/ethnic
diversity among U.S. citizens in the professoriate” (Basic Report, 1992, p.10).
Excellence, equity, and diversity at the academy present a compelling rationale for
increasing the production of African American women Ph.D.s.
Purpose of the Study
The current study was derived in an attempt to explore a national doctoral
fellowship program, entitled the McKnight Doctoral Fellowship program (MDFP). The
MDFP was originally designed to provide financial assistance and academic support for
African American graduate students pursuing doctoral degrees at institutions of higher
education within the State of Florida. In its current existence, the MDFP has been
expanded to include Latino students. This study was pursued in an attempt to address the
underrepresentation of African American women faculty at public and private
universities. More importantly, the study aimed to examine the role of the MDFP in
assisting MDF alumna in doctoral degree attainment, preparing MDF alumna for the
professoriate and contributing toward the professional success of MDF alumna currently
serving in the professoriate.
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Research Questions
The overarching question addressed in this study is the underrepresentation of
African American women faculty in the professoriate. The following questions were
explored in this study:
1. What were the experiences of MDFP alumna that contributed toward their
persistence in and completion of doctoral programs?
2. What were the experiences of MDFP alumna that prepared them for the
professoriate?
3. What were the experiences of MDFP alumna that contribute toward their
current professional success in the professoriate?
Significance of Study
This study provides insight on how the McKnight Doctoral Fellowship Program
(MDFP) is addressing the underrepresentation of African American women faculty
within the State of Florida. Using a qualitative approach, the influences of the MDFP on
the educational and professional success of MDFP African American women faculty was
explored. A study of the MDFP alumna is important in order to:
1.

Discover new strategies for the success of African American women
students in their persistence and completion of doctoral programs;

2.

Extend understanding of how the MDFP contributed to the development
of African American women faculty;

3.

Extend understanding of how MDFP alumna make use of the lessons
learned from the MDFP in their current roles as African American women
faculty;
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4.

Provide insight for African American women students and institutions of
higher education to address the underrepresentation of African American
women faculty.

As previously mentioned, the MDFP is a unique “private-public partnership” focused on
diversifying the professoriate within the State of Florida. The significance of this study is
to expand upon the research on the underrepresentation of African American women
faculty and to help researchers and practitioners clarify how participating in a doctoral
fellowship program will assist African American women in preparation for the
professoriate. It is also important to explore the experiences of MDF alumna to
understand how to raise minority graduate degree attainment and the representation of
African American women faculty.
This study ascertained relevant MDFP and other experiences of African American
women faculty, and how they used these experiences in their roles as professors. MDFP
alumna have unique experiences, information, and relationships that facilitate their
success in graduate school and in their faculty careers. It is believed that the study
findings will offer university administrators insights on how to improve recruitment and
retention of African American women faculty. The study results will also be of benefit to
graduate school administrators who seek to improve their retention and graduation rates
for African American women students. This study will contribute to the limited literature
on the MDFP, as well as reveal how African American women navigate and negotiate the
barriers to doctoral study and the professoriate. Researchers and practitioners may find
the results useful to produce future research on African American women faculty.
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Definition of Key Terms
The researcher used several key terms throughout this study.
1. African American refers to Americans descended from Africans who were
brought to the United States involuntarily as slaves. “Black” may often be used
as more inclusive term to identify persons of African descent (i.e., descendants of
Latin American or Caribbean slaves, immigrants from the continent of Africa,
etc.).
2. Doctoral students refers to students who are currently pursuing either the
Doctor of Education (Ed.D.), or the Doctor of Philosophy (Ph.D.).
3. Doctoral degree completers refers to individuals who have successfully
completed all requirements for either the Doctor of Education (Ed.D.) or the
Doctor of Philosophy (Ph.D.). This term will be used interchangeably with the
term doctoral degree recipients.
4. Fellow refers to those individuals who are recipients of the McKnight Doctoral
Fellowships at one of the nine participating institutions of higher education within
the State of Florida.
5. Minority is used to refer to the African American, Latino, and Native
American, subgroups collectively. This term refers to their numerical
underrepresentation in postsecondary education and in the professoriate. As
discussed earlier in this chapter, Asian Americans are overrepresented in higher
education and the faculty in doctoral institutions and are therefore excluded from
this definition.
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6. Professional success is a subjective term derived from one’s own career
orientation relative to that of others, notably, one’s colleagues. Since a single
definition—one equally applicable to professors at various stages in their
careers—is not realistic, the researcher will gather data from the participants’ own
perceptions to define this term (Samuels, 2000).
7. Professoriate is a term used to describe assistant, associate, and full professors
in the public or private university system.
Limitations
Within any particular research initiative, there are unique issues which will
restrict the conduct and limit results of the study. It is the researcher‘s responsibility to
meticulously consider which limitations may be permitted, and to fully disclose those
issues so that readers may use this information when assessing the validity and reliability
of the findings offered (Locke, Spirduso, & Silverman, 2007). The limitations in this
study are consistent with those issues that are commonly associated with qualitative
research.
The limitations of this study are as follows:
1. First, the sample size of 10 participants for this study is small and does not
allow for generalization beyond the findings of this study. Nonetheless, the
size and composition of this sample are reflective of the guidelines for
phenomenological inquiry (Creswell, 1998; Jones, Torres & Arminio, 2006).
2. Second, I am an African American woman pursuing a doctoral degree with
the possibility of obtaining a professional career in the professoriate; the
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extent to which my objectivity as a researcher in analyzing the findings may
be of consequence.
3. A third limitation present in this investigation is related to the sampling
criteria (i.e., Assistant and Associate African American women professors)
and the time period that will be selected for study (i.e., 1996 - 2011). The
researcher is limiting this study to Assistant and Associate African American
women professors as she believes this select group of participants will most
readily identify with the contemporary key features and salient components of
the MDFP. Thus, the data collected and subsequent analysis only represents
the perspectives of African American women who are assistant professors that
graduated between 1996 and 2011. These issues limit the emergence of
themes to those expressed by the participants in this study. In other words,
there may be other important and alternative perspectives related to the
research questions of interest that are not captured in this study.
4. A fourth limitation present in this study is that the participants will be
professors who are currently working in the State of Florida. This study is
limited to the State of Florida as the intent of the MDFP is to increase the
underrepresentation of faculty of color in the State of Florida. In 1984, The
McKnight Foundation Board of Directors made a conscientious decision to
make a substantial financial investment in the educational system of Florida in
honor of Mr. McKnight, who established and endowed the McKnight
Foundation in Florida in 1953.
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5. Fifth, the peer reviewer for this study and researcher’s spouse are current and
past McKnight Doctoral Fellows. The significance of this disclosure is that the
peer reviewer and researcher’s spouse may share their “lived experiences” as
MDFP fellows with the researcher. It should be noted that the peer reviewer
was not a full McKnight Doctoral Fellow and only received financial
assistance during the last phase of doctoral candidacy. Nonetheless, the
researcher has close relationships with both the peer reviewer and her spouse,
which could unduly influence and indirectly impact the data analysis portion
of the study. As the researcher conducted this study, she was careful to
negotiate any preconceived notions regarding the MDFP. The
phenomenological methodology required the researcher to continually reflect
upon and document the evolution of her role as a researcher.
Theoretical Framework
The theoretical frameworks used to analyze the MDFP are comprised of three
distinct, yet interacting theories that provide a comprehensive understanding of the
MDFP alumna employed in faculty positions. Due to the complexity of experiences
among McKnight Doctoral Fellowship program alumna, and the goals and structure of
the MDF program, this analysis uses several theoretical models. The theoretical lenses
are bound primarily in sociological and legal perspectives. This study examined the
experiences of African American women faculty from the following multiple interacting
philosophical perspectives: doctoral student persistence theory, socialization theory and
critical race theory.
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Doctoral student persistence theory. Tinto's (1993) doctoral persistence theory
recognizes that the process of graduate persistence is a longitudinal one whereby past
events such as academic experiences and anticipated future events, continually shape
doctoral students' experiences. For Tinto the process of doctoral persistence has three
stages: the transition stage, which covers the first year of study, the candidacy stage,
which culminates in comprehensive exams, and the completion stage, when doctoral
students embark on their research project culminating in a dissertation. During each of
these stages, the roles played by faculty and by peers—in facilitating doctoral students'
acquisition of membership in their academic and social communities, in preparing for
candidacy, and in the final research project—change in their level of importance. For
instance, one faculty member or a group of faculty advisors may play a more significant
role in the final project stage, particularly in the technical aspects of the research project,
while doctoral peers may play a more significant role in establishing membership in the
social community during the transition stage of the doctoral process. In addition, various
types of financial support may be more useful at different stages of the doctoral process.
For instance, a fellowship that requires no teaching may be especially useful for the final
stage to allow doctoral students to focus on and to complete their dissertations.
Socialization theory. Weidman, Twale, and Stein’s (2001) work on the
socialization of graduate and professional students in higher education provides another
theoretical framework for student persistence. In this theory, Weidman et al. (2001) see
graduate and professional school as socializing agents that give students knowledge,
skills, and values necessary for inclusion and success in their professions and disciplines.
Socialization for Weidman et al. (2001) occurs in the following four stages: the
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anticipatory stage in which students become "aware of behaviors, attitudes, and cognitive
expectations" of their discipline or profession (p. 12); the formal stage in which students
go through some form of apprenticeship, observing their mentors, advisors, and other
faculty members in practice and learning from them in the classroom or laboratory; the
informal stage in which students learn from their peers in the discipline and department;
and the personal stage in which students’ cognitive and behavioral practices reflect habits
and orientations of the discipline or profession.
Critical race theory. Critical Race Theory surmises that an academic setting
encompasses a “social, historical, and cultural context” (Allen, Epps, Guillory, Suh, and
Bonous-Hammarth, 2000, p. 112), the researcher found it critically important to include
critical race theory (CRT) as one of the conceptual frameworks for this study. CRT was
conceptualized and birthed through several scholar’s legal exploration of “…law’s role
in the construction and maintenance of social domination and subordination,” (West, as
cited in Crenshaw, Gotanda, Peller, & Thomas, 1995, p. xi). However, academicians rely
upon CRT to confront racist systems and practices (Yosso, Parker, Solorzano, & Lynn,
2004) in the Academy. Some of the critical components of CRT include, but are not
limited to:
1. Racism is experienced by people of color on a daily basis because it is a usual
and customary fixture of society.
2. Racism is perpetuated and maintained because some members of the elite and
working class benefit from it.
3. Race is a social construction, meaning that society imposed these racial
categories for specific purposes of exclusion.
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4. The use of counternarratives or “naming one‟s own reality” is vital to creating
racial reform (Delgado & Stefancic, 2007, p. 136).
It is highly important to recognize that the scholarly work of Delgado and
Stefancic (2007), undergird “naming one’s own reality” because it empowers
underrepresented, isolated and marginalized individuals to process the psychological
trauma of racism and prejudicial attitudes (Ladson-Billings & Tate, 1995). Critical race
theory is strategically utilized by legal and educational academicians who’s
“organization, activism, and service look to challenge social inequality” because it gives
voice to the untold stories of prejudice and captures the essence of how White privilege
has affected people of color” (Yosso, Parker, Solorzano, & Lynn, 2004, p. 50). As a
mechanism to level the playing field, critical race theory strongly urges academicians to
“ask not only about whom is the research but also for whom is the research, with the
focus on identifying who is capable to act and demonstrate agency” (Ladson-Billings,
2000, p. 267).
Additionally, critical race theory explores the nuances of White privilege, a
premise which establishes that White people are afforded certain opportunities simply
because they are White. McIntosh (1988) argued:
I began to count the ways in which I enjoyed unearned skin privilege
and have been conditioned into oblivion about its existence, unable to
see that it put me…ahead” in any way, or put my people ahead over
rewarding us and yet paradoxically damaging us or that it could or
should be changed. (p. 4)
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Critical race theory is contemporary, revolutionary and relevant because highlights the
hidden agenda of the hegemonic regime, which promotes racist ideologies and practices
(Delgado & Stefancic, 2001).
Storytelling, counterstorytelling and narrative. Counterstories, also know as the
voices of individuals who are underrepresented, isolated and marginalized, challenge the
majoritarian stories. These stories shatter myths, give voice to those who are traditionally
silenced and resist complacency. Thus, the antidote for the dominant group or
majoritarian mindset that maintains their positionality over people of color is
counterstorytelling (Delgado, 2000):
Stories, parables, chronicles, and narratives are powerful means
for destroying mindset—the bundle of presuppositions, received
wisdoms, and shared understandings against a background of
which legal and political discourse takes place. They are nearly
invisible; we use them to scan and interpret the world and only
rarely examine them for themselves. Ideology—the received
wisdom—makes current social arrangements fair and natural. Those
in power sleep well at night—their conduct does not seem to them like
oppression. (p. 61)
By understanding that culture has an enormous bearing and influence on reality, CRT’s
foundation is to eliminate the majoritarian mindsets of pluralistic individuals by
constructing an alternate social reality through counterstories. Counterstories provide an
important method to analyze and challenge the oppressive myths and presuppositions that
are endemic to the culture of the status quo. Instead of acquiescing “in arrangements that
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are unfair and one-sided” (Delgado, 2000, p. xvii), critical race theorists fight for a
platform to seek fairness through the presentation of their counterstories.
CRT uses narratives or what it calls racial reality to bring the unique experiences
of people of color to light. Williams (1991) explains that CRT provides the avenue for
understanding the perspectives of people of color because it recognizes that “the simple
matter of the color of one’s skin so profoundly affects the way one is treated, so radically
shapes what one is allowed to think and feel about this society, that the decision to
generalize from this division is valid” (p. 256). Building on the CRT method of
storytelling with its roots in law, humanities, and social sciences, Delgado (1989)
employs the method of storytelling to relate the unheard and untold stories and
experiences of marginalized populations, and demonstrates “how the same event can be
retold differently, and that oppositional storytelling can alter how we construct…reality”
(Delgado & Stefancic, 2000, p. 41).
Guided by Tinto's (1993), Weidman et al.'s (2001) and Delgado and Stefancic
(2007) theoretical frameworks, this study addresses the underrepresentation of African
American women faculty at universities in the State of Florida. More importantly, this
study examined the doctoral study experiences of MDFP Alumna as they transitioned
into the professoriate and how participating in the MDFP prepared them for faculty roles
and contributed toward their professional success in the professoriate.
Organization of the Dissertation
Chapter one contains background information; a description of the McKnight
Doctoral Fellowship program; statement of the problem, purpose, significance, research
questions, limitations of the study and the theoretical frameworks. Chapter two outlines
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the research topic in literature, which is relevant to the purpose of the study. The method
used to conduct the study, including the research strategy and plan; methods of data
collection; and strategies to enhance trustworthiness are presented in Chapter three.
Chapter four includes a presentation of the findings obtained from semi-structured
interviews with the participants. Study conclusions, and implications for practice and
research are presented in Chapter five.
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CHAPTER TWO:
LITERATURE REVIEW
As Chapter one demonstrated, the representation of African American in higher
education is low in many respects. Higher education serves as a source for highly
talented African American women faculty. African American women faculty are highly
qualified and potential candidates for junior faculty positions in the Academy; moreover,
they serve as an integral component to diversify the faculty, particularly in research
universities. This chapter is organized into sections representing themes revealed from
the literature. These themes include: 1) doctoral student persistence 2) socialization 3)
minority doctorate production 4) career aspirations 5) minorities in higher education; 7)
African American women faculty 8) affirmative action; 9) institutional climate 10)
critical race theory 11) socialization of faculty of color 12) recruitment and retention of
faculty of color; 13) promotion and tenure; 14) research and publication; 15) teaching and
service and 16) mentoring.
Doctoral Student Persistence
Tinto’s (1993) study regarding doctoral student persistence reveals that student
persistence in doctoral programs is influenced by the manner in which a student adjusts
and transitions into their academic and social communities, the development of a
discipline’s knowledge and skills, and completion of the final dissertation. Tinto's theory
of doctoral persistence is centered upon the concept of integration. Integration

27

encompasses students consistently engaging with the academic and social community in
higher education through peer interactions, contact with mentors and graduate program
coordinators and the culture of the discipline itself. With respect to doctoral student
persistence, Tinto conceptualizes integration at two levels: social and academic. Social
integration pertains to student involvement in social aspects of the university including
student organizations and interactions with peer groups, while academic integration
describes students' connectedness to the intellectual life of the institution. This theory
consolidates findings from earlier studies such as those by Berg and Ferber (1983) and
Girves and Wemmerus (1988) who show that students who are treated as “junior
colleagues” tend to persist and finish their doctoral programs. Tinto’s theory recognizes
the primary role played by the environment in which graduate students' experiences occur
including schools, programs, and departments. As such, integration at this level is closely
tied to social and academic memberships within the local department or program,
meaning that at the doctoral level, social and academic interactions with faculty and with
peers are closely linked to one's intellectual development and the development of skills
required for degree completion. Figure 1 shows Tinto's model.
Herzig’s (2002) work on doctoral students in mathematics in one institution and
Davidson and Foster-Johnson’s (2001) analysis of cross-racial mentoring in business
graduate school expand on Tinto’s integration theory to show that student participation in
the life of the department and discipline, especially through their relationships with
mentors and advisors, leads to increased student integration, which is crucial for student
success.
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Source: Figure A.1 A longitudinal model of doctoral persistence (Tinto 1993, p.240)

Figure 1: Tinto's Model of Doctoral Persistence
Socialization of Doctoral Students
Weidman, Twale and Stein (2001) see graduate and professional school as
socializing agents and define socialization as the process through which students gain the
knowledge, competencies, and values necessary for inclusion and success in their
professions and careers requiring advanced specialized training. In this regard, Weidman
et al. (2001) see socialization taking on the following four stages: the anticipatory stage
in which students become aware of behaviors, attitudes, and cognitive expectations of
their discipline or profession; the formal stage in which students go through some form of
apprenticeship observing their mentors, advisors, and other faculty members in practice
and learning from them in the classroom or laboratory; the informal stage in which
students learn from their peers in the discipline and department; and the personal stage in
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which students’ cognitive and behavioral practices reflect habits and orientations of the
discipline or profession.
Weidman et al.'s (2001) theory reflects earlier work by scholars such as Abedi
and Benkin (1987) and extends Golde’s (1998) work, which showed that graduate
students persistence is highly shaped by the support (socialization) one gets in the
program of study broadly defined and the department specifically. Research on why
graduate students leave their programs also emphasizes socialization, especially through
faculty and peer support (Lovitts, 2001). Although, Weidman et al.'s (2001) model is
limited in that it overlooks the variations among disciplines and institutional cultures
(Gardner, 2008), it enhances the understanding of the process of graduate students'
preparation for careers and professions.
While institutional culture forms the structure within higher education, the
process of socialization perpetuates the institutional culture (Aguirre, 2000; Tierney,
1997). The beginning of faculty socialization begins within the graduate school
experience prior to an initial faculty position (Austin, 2002; Reybold, 2004). The faculty
socialization process is a distinct succession from anticipatory phase as the way “nonmembers take on the attitudes, actions, and values of the group to which they aspire” (p.
23), whereas the organizational phase is defined as initial entrance into a faculty position
and career.
Aguirre (2000) explains that socialization is a function of academic culture by
way of common lifestyles, worldviews, perceptions, and values. Faculty membership in
academic culture includes participating in the perpetuation of common goals (Aguirre,
2000). Faculty expectations and behavior within academic culture are communicated by
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the use of commonly understood codes (Aguirre, 2000). Hurtado, Milem, ClaytonPedersen and Allen (1999) describe the impact of internal and external forces upon
institutional culture and socialization:
central to the conceptualization of a campus climate for diversity
is the notion that students are educated in distinct racial contexts where
learning and socializing occur. These subenvironmental contexts in higher
education are shaped by larger external and internal (institutional) contexts.
External environmental contexts include the influence of governmental policy,
Programs, and initiatives as well as the impact of sociohistorical forces. (p. 1)
According to a study conducted by Kimweli and Richards (1999), faculty and student
interaction is critical to the socialization structure of higher education. Jackson (2004)
implies that socialization is center to the differences in research productivity of female
and non-White faculty within academic culture. However, junior faculty are encouraged
to embrace and accept the norms of research productivity especially as it relates to the
compensation and promotion structure of higher education (Antonio, 2002; Fairweather,
2002; Tierney & Rhodes, 1994).
Financial Support
The funding of doctoral education is typified by very different funding
arrangements. Individual institutions earmark internal funds for grants and scholarships
for graduate students; governmental and non-governmental entities offer fellowships
support for doctoral education. Yet, it is not clear that these different sources of funds
matter in the same way at the different stages of the doctoral completion process (Tinto,
1993).
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In their examination of financial support for doctoral education, the seminal work
of Bowen and Rudenstine (1993) argue that the importance of having money to complete
one’s Ph.D. is “intuitively plausible,” but only few studies have tracked down cohorts
from beginning to end of doctoral programs and fewer large data sets exist (p. 177). The
authors further point out that many consider fellowships the “best” form of financial
support; however, a lack of research literature leaves this assertion questionable.
Students supported by fellowships have not had consistently higher completion rates than
those on teaching assistantships, although time-to-degree for fellowship-supported
students is lower (Bowen & Rudenstine, 1993). Such findings, they conclude, “highlight
fundamental questions concerning the structure of financial support” (Bowen &
Rudenstine, 1993, p. 178).
The lack of financial resources is a major factor affecting the low enrollment
among doctoral students of color (King, 1994; 2004). In a review of earlier research on
the graduate aspirations of African American and Latinos, Clewell’s (1987) study found
that financial problems are the most often cited obstacles to the pursuit of graduate
education. Thomas (1987) found that African Americans increase their dependence on
loans and personal finances to pay the costs of graduate education. Some persons of
color weigh the costs and benefits of doctoral education, but conclude in the words of
Nettles (1987) that “even with a graduate degree, they will not be able to earn enough
money to justify the additional cost of education” (p. 1). King (1994) reasons, “Possibly,
the professional benefits associated with a terminal degree…are not great enough to
convince more ethnic minorities to accept the large debt that also accompanies the
doctorate” (p. 207).
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Minority Doctorate Production
The need to focus on African American and Latino/a doctorate degree attainment
has been established. Although African Americans and Latinos have made tremendous
progress in obtaining doctorates, more progress remains to be achieved. Much of the
existing literature related to doctorate degree progress is limited, either focusing solely on
gender and ethnicity or frequently examining comparisons of African American doctoral
students at historically Black colleges and universities and predominantly white
institutions (PWIs).
Seminal research by Clewell (1987) investigated three areas of doctoral study: (a)
the feasibility of determining whether factors influencing persistence and non-persistence
of minority doctoral students could be identified; (b) whether potentially successful
minority doctoral students could be identified at the graduate entry level; and (c) whether
institutional practices that encourage or deter minority participation in graduate school
could be identified. In this study, 63 participants at six graduate schools were
interviewed. Clewell (1987) found that minority persisters in doctoral programs had at
least one sibling or a spouse who had pursued some type of postsecondary education.
More than half relied on funding for both undergraduate and graduate school. They
subsidized their education through work, student loans, and working. Of the participants,
63% chose an advisor with similar research interests. Among the participants, 80% of the
persisters rated their academic advisors as either supportive or very supportive. Nonpersisters cited lack of financial support and self-confidence as factors for not continuing.
External institutional factors such as family responsibilities, an unsupportive dissertation
committee, and ineffective advising were also given.
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Bowen and Rudenstein (1992) conducted a foundational study of doctoral
education in the United States, which explored trends and measurable outcomes in
doctoral programs in arts and sciences. Findings from the study indicate the completion
rates for doctoral students are considerably low, with only about half of those entering
doctoral programs obtaining a doctorate degree. Additionally, attrition in doctoral
programs has been noted as occurring during all phases, including the pre-second year,
pre-all but dissertation, and all but dissertation (Lovitts, 2001). Lovitts indicates attrition
is attributed to the students’ difficulty with selecting a dissertation topic, the nature of
dissertation, dissertation advising, and financial support. The authors explain that
students could take up to 2 years selecting a topic, and that students and faculty view the
dissertation “not as the first step in a long scholarly career, but as significant, groundbreaking work that will secure a rewarding position at an institution” (p. 257). The study
lists three obstacles that occur during completion of the dissertation: (a) dissertation
advising, (b) nature of the research, and (c) lack of financial support. While Bowen and
Rudenstein (1992) provide important insight into trends of doctoral education for the
general population, their findings are limited to a small number of fields, programs, and
10 major universities. Furthermore, the study does not address differences in women and
minority populations.
In order to expand the breadth of research with respect to doctoral student
persistence, Patterson-Stewart (1997) conducted research on African American and
Latino persistence through doctoral programs at predominantly white institutions. A case
study approach was used with eight study participants. Response categories for the study
included previous college persistence, cultural competence, family influences, religion,
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peer relationships, faculty relationships, and campus climate. Themes that emerged from
the study were historic persistence, intrapsychic factors (i.e., aspiration and motivation)
contributing to graduation, and interpsychic (i.e., faculty relations and sociocultural
environments), researcher-developed terms to describe factors contributing to graduation.
The study revealed that doctoral completers showed a high degree of achievement in high
school, had supportive major advisors, participated in professional associations while in
graduate school, pursued the Ph.D. because of a desire to increase knowledge; and, in
spite of wanting to leave the programs, completed the doctorate because they did not
want to experience failure. These factors affirm the contention that a support network is
needed to aid in doctoral student persistence.
Similarly, Kerlins (1997) explored women’s doctoral experiences in an effort to
move toward a theory of doctoral persistence for women. In the qualitative study, seven
participants were interviewed via e-mail. It is not clear whether African American
women were included in the study. Research revealed that there was a unique
combination of personal, social, and institutional factors that shaped women’s
perceptions of the doctoral experience. Personal and social factors such as academic selfconcept, gender, age, health factors, financial status, family issues/status, class, and
cultural identity influenced women’s doctorate completion. Institutional factors found to
influence women’s doctorate degree completion were attendance (i.e., part-time or fulltime), employment status, department climate, department practices and policies, and
adviser-advisee relationships.
In an effort to capture quantitative data on doctoral student persistence, Lovitts
(2001) studied attrition in doctoral programs through a quantitative approach. She
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contends that attrition is the fault of the individual student and related to the social
structure and organizational culture of graduate education. She argues that socialization
and academic integration were also found to have an effect on departure. Lovitts (2001)
explains that one of the underlying goals of graduate education is to socialize students to
norms, values, ethics, and processes of their respective disciplines, and at some level to
change how they view themselves. Therefore, when a student fails to integrate into the
academic system of his or her departments or when the departments fail to help the
student integrate, it leads to departure. She explains that advisors play an important role
for the students’ socialization, understanding of the discipline, selection of a dissertation
topic, and job placement. Moreover, students who chose their advisors were more likely
to receive guidance, become academically and socially integrated, and to complete their
doctoral program with an increased focus on career attainment.
In an effort to highlight the critical role that advisors serve with doctoral students
regarding career attainment, Golde and Dore (2001) surveyed more than 4,000 students
using paper-based and Web-based questionnaires. The researchers sought to determine
how effective doctoral programs prepared students for the wide range of careers they
pursue. The data revealed a statistically significant number of students did not clearly
understand what doctoral study entailed, how the process worked, and how to navigate it
effectively. The doctoral students surveyed revealed that the training they were receiving
was not the training they wanted or needed for their careers.
Nichols and Tanksley (2004) explored how African American women with
terminal degrees overcame obstacles to achieve personal and professional success. A
survey was administered to 99 women and garnered a 39% response rate. The survey
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explored variables that may have impacted women’s professional training and careers
and included marital status, number of children, age, terminal degree completion, field of
study, type of undergraduate institution attended, and barriers to success. Most earned
the terminal degree in their 40s and 50s. Of the respondents, 70% earned degrees from
historically Black colleges and universities. Another 14% indicated experiencing
discouragement from friends, co-workers, past employees, and professors who did not
see the need or importance of doctorate degree attainment. Of the participants, 68% had
earned either an Ed.D. or Ph.D. in education. Among the participants, 88% indicated a
strong support system was critical to their personal and professional success.
The research reveals that faculty mentoring can serve as part of a doctoral
students’ support system that aids in graduate study success. Millett and Nettles (2006)
surveyed more than 9,000 students from the top 21 doctorate-degree granting institutions
throughout the United States. This included public and private predominantly white
institutions and historically Black colleges and universities. The data revealed that more
than 30% of the doctoral sample of students felt they did not have a faculty mentor.
Millett and Nettles (2006) defined a mentor as someone on the faculty to whom students
turned to for advice, to review a paper, or for general support. The students rated their
social interaction with faculty members as high in engineering, sciences, mathematics,
and education fields of study. Other findings suggested students in the humanities
thought highly of their professors while those in the social sciences were more critical in
rating the quality of academic interactions. The study also revealed that gaps existed in
the experiences of minority and female doctoral students, including navigating the
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admissions processes, securing teaching or research assistantships, and publishing
research. These gaps generally did not favor minority students.
The aforementioned studies provide a comprehensive review and synthesis of the
literature on minority doctorate production in higher education. Key issues related to the
production of doctorates of color include strong support systems, career training and
development, socialization and mentoring. There were no studies related to African
American women faculty who are MDFP alumna evident in the literature.
Career Aspirations of Doctoral Students
Aspirations for academic careers have been examined in the literature. Multiple
personal and situational factors influence students’ aspirations to pursue careers as
faculty. Cole and Barber (2003) examined the occupational choices of high achieving
minority students and the influences on choosing an academic career. These researchers
found that some minority students chose academic careers while in college, but African
American students tended to choose later than Caucasian students (Cole & Barber, 2003).
Relatedly, aspirations to an academic career were associated with higher grade point
averages and higher self-confidence (Cole & Barber, 2003).
Conversely, Cole and Barber (2003) also found that undergraduate students were
dissuaded away from the professoriate due to (a) the length of time it takes to earn a
Ph.D., (b) being tired of school, and (c) lack of self-confidence. Lower salaries of
academic careers compared to other occupations were found to have little impact on
student aspirations. Further, these researchers argue that faculty mentors with the same
sex or same race/ethnicity had little effect on the choice of an academic career for
students, as did Pascarelli and Terenzini (1991). However, faculty contact was generally
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found to be highly influential on students’ aspirations of becoming a professor (Cole &
Barber, 2003).
Gold and Dore (2001) conducted a survey to examine the experiences and
aspirations of doctoral students. These researchers surveyed over 4000 doctoral students
across 11 disciplines and 27 colleges and universities. Over 83% of survey respondents
were Caucasian, 53% were female, and 21% of the respondents reported having a parent
with a Ph.D. (Golde & Dore, 2001). The authors reported that nearly two-thirds of
respondents were interested but their interest weaned over time indicating a lower level
of interest in the professoriate toward the end of their studies (Golde & Dore, 2001).
Doctoral student career aspirations were influenced by a desire to teach, conduct
research, and serve in institutions of higher education. Students of color were less likely
than Caucasian students to aspire to faculty careers (58% versus 64%).
Lindholm (2004) reported that limited research addresses specific aspirations to
pursue academic career paths. Using interviews, Lindholm conducted a study to explore
factors that influenced the career aspirations of junior and senior faculty. She
interviewed a sample of 36 full time, tenured and tenure track professors (12 male and 24
female) across four departments at one public research university. The racial and ethnic
backgrounds of the sample reported to be reflective of the institution’s demography.
Astin’s (1984) need-based socio-psychological model of career choice was used as a
conceptual framework for the study. This interesting model emphasizes the concepts of
motivation/aspiration, socialization, the structure of opportunity, and expectations for a
career (Lindholm, 2004).
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Three themes emerged from the faculty interview data regarding influences on
choice of an academic career: (a) an inherent attraction to academic work as evidenced by
“the need for autonomy, independence and individual expression…seemingly boundless
freedom” to pursue intellectual puzzles and lines of research inquiry that are “inherently
interesting” and …value of “pursuing knowledge for its own sake,” (Lindholm, 2004, p.
611), and (b) vocational interest development through “early experiences and family
influences”… as evidenced by their interests developing consistently over the years and
early family experiences where some parents were faculty members and others enjoyed
discussion of ideas at home (p. 614). Additionally, career aspirations for most of the
faculty in this study begin in college. Research and teaching experiences with faculty in
college and in graduate study had the strongest influence on the majority of faculty in this
study (Lindholm, 2004). The research findings are useful as they relate to how
individuals develop interests in academic careers. Although her study did not report
findings related to race, ethnicity or social class, Lindholm (2004) noted:
Understanding better how personal and environmental forces operate
together to shape individuals’ decisions to pursue faculty careers may
help us attract newcomers to the profession from groups that have been
historically underrepresented within the professoriate such as women
and racial and ethnic minorities. (p. 604-605)
Also, the author pointed out that more research is needed on: the career choice
processes and experiences of today’s younger cohort of faculty, the personal and
situational factors that influence the choice to pursue faculty careers, and graduate school
training and socialization influences on academic career aspirations (Lindholm, 2004).
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Lindholm (2004) writes in support of area of further inquiry concerning academic career
aspirations:
The important associations between personal and situational factors
shaping in academic career aspirations and attainment have not been
well documented empirically. While quantitative approaches to vocational
choice research can inform us how prevalent certain experiences, perceptions,
or personal characteristics are within a given profession, they are less
informative for providing insight as to how, and why, people make the
choices they do. Qualitative approaches enable us to understand more
fully both the processes by which career decisions are formed and the
motivations that underlie people’s differential attractions to various
vocational pursuits. (p. 607)
Minorities in Higher Education
In order to grasp the implications of a faculty pipeline that lacks minority
representation, it is also important to examine the literature involving minorities in higher
education overall. Turner (2002) estimates that 80% of incoming college students in 2015
will be people of color. This translates into an aggregate growth rate of college students
of color of approximately 11% in the next few years. Although the growth rates appear to
be increasing, the proportion of African American and Latino/a representation remains
lacking. In 2007, African Americans and Latinos accounted for 22% of all college
students compared to 68% White students. That same year, 14.1% of all graduate level
and professional students were African American and Latinos (U.S. Department of
Education, 2009).
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With respect to minority faculty presence, from 2003 to 2007, minority faculty
representation increased by nearly 2%, yet overall proportional representation remains
small (U.S. Department of Education, 2009). By 2007, minority faculty represented 17%
of all full-time faculty at degree-granting institutions. Evaluating the distribution by type
of institution shows that faculty of color are primarily concentrated in two-year colleges
and in non-tenure part-time or adjunct positions (U.S. Department of Education, 2009). In
addition, any increase in representation appears to be due to general faculty population
increases rather than institutional change (Apodaca, 2008). Moreover, in 2007, African
Americans and Latinos made up less than 4% of all faculty at degree-granting institutions
in higher education in the United States (U.S. Department of Education, 2009).
African American Women in Higher Education
The scholarship and literature related to the experiences of African American
women in higher education does not paint a pretty picture, but rather eludes to a
meandering watercourse that African American women are left to navigate without the
necessary support to be successful in the professoriate. Through agency, resilience and
courageousness, African American women have entered into academic careers in spaces
not meant for them. An extensive review of this literature indicates that African
American women experience a lack of mentoring, sense of isolation, and endure racially
and gender based occupational stressors that challenge them on a daily basis and limit
their authority and influence as full-fledged members of the professoriate (Turner, 2002).
Mentoring, isolation and occupational stress. Success in the professoriate is
marked by mentoring from senior faculty (Blackwell, 1989; Boice, 1993; Turner, Myers
& Creswell, 1999). Through mentoring, senior faculty can provide invaluable counsel
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with regard to teaching, service, and research and serve as bridges to African American
women to both formal and informal networking groups within and outside of their
departments and institutions. Senior faculty provide crucial information about important
aspects of a successful faculty career, such as particulars on promotion practices and
expectations, as well as insights into departmental and institutional histories, behaviors,
and cultures (Bowie, 1995; Henry & Closson, 2010; Smith, 2000; Turner, Myers &
Creswell, 1999). Further, mentors can assist African American women in their resistance
to institutional and organizational barriers by illuminating the unwritten rules often
present in academia (Britt & Kelly, 2005; Henry & Closson, 2010; Thomas &
Hollenshead, 2001). Without mentors, faculty life can be isolating and difficult for
African American women as they navigate their disciplines, departments, and institutions
(Henry & Closson, 2010).
When African American women are not connected to networks in their
disciplines, departments, and/or institutions and find themselves situated as the only
female of color in their program, department, or college, feelings of isolation and
marginalization can occur (Atwater, 1995; Bronstein, 1993; Grant & Simmons, 2008;
Myers, 2002; Tillman, 2001; Turner, Myers & Creswell, 1999). Being the only African
American woman or one of a few in a department (or on a campus) not only leads to
feelings of isolation, but also feelings of tokenism. Tokenism surfaces when
responsibilities are automatically delegated to African American women simply because
they are faculty of color and female. Some of these responsibilities including leading
diversity efforts and committee overload. Tokenism is further exhibited, when faculty
colleagues regard their African American women peers as “token hires” (Green, 2003;
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Turner, Myers & Creswell, 1999). This perception is often accompanied by low
expectations and a lack of respect for the work that women of color contribute. Further,
this could lead to chilly environments (Thomas & Hollenshead, 2001). Chilly
environments can have a doubly harmful effect on African American women as they are
constantly trying to negotiate their places in these spaces. This constant negotiation can
lead to excessive stress.
Race and gender influenced occupational stress. In the area of research, one
source of occupation stress for African American women relates to the devaluation of
their scholarship (Grant & Simmons, 2008; Milem & Astin, 1993; Thomas &
Hollenshead, 2001; Turner, Myers & Creswell, 1999). African American women are
often engaged in research that examines and illuminates social issues in their respective
disciplines and communities and use non-traditional epistemological, methodological and
theoretical paradigms. Further, their scholarship is accepted more often in journals that
are considered less prestigious than the traditional disciplinary journal outlets (Womble,
1995).
In the area of teaching experiences, King (1995) illuminated ways in which
students’ behaviors “reflect deeply-embedded race-gender related feelings, beliefs,
assumptions and needs” (p. 16) in a classroom with African American women professors.
King’s (1995) premise was that African American women experience burnout as a result
of needing to negotiate several psychological roles for differently racialized and gendered
students. The underrepresented status of African American women at predominantly
White research universities has another adverse effect. They are often overloaded with
the call to serve on departmental, divisional, and institutional committees where racial
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and gender diversity is desired (Brayboy, 2003; Turner, Myers & Creswell, 1999).
Thompson and Dey (1998) found that the greater source of stress was time constraints
and overloading of responsibilities.
Although these issues serve as barriers to opportunities, African American women
have often at times bust down doors to be successful in their careers. As Ladson-Billings
(1997) stated:
The academy is shaped by many social forces. More women of color are
defining and redefining their roles within it. New ways of thinking about
teaching and research have provided spaces for women scholars to challenge old
assumptions about what it means to be in the academy. While both the women’s
movement and black [ethnic] studies movement have helped increase the
parameters of academic work, new paradigms emerging from women of color’s
scholarship provides me with a liberatory lens through which to view and
construct my scholarly life. The academy and my scholarly life need not be in
conflict with the community and cultural work I do (and intend to do). (p. 66)
Ladson-Billings’ words speak to the daily battle African American fight in the
professoriate as they challenge the power structure (Thomas & Hollenshead, 2001).
Affirmative Action
Affirmative action issues in higher education impact employment for minority
faculty (Altbach, Berdahl & Gumport, 2005). Affirmative action, in the conceptual and
legal sense, is grounded in either the Fourteenth Amendment or under Title VI of the
Civil Right Act of 1964 (Kaplin & Lee, 2009). Both prohibit discrimination based upon
race, ethnicity and gender (Kaplin & Lee, 2009). Title VI also prohibits discrimination
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based upon national origin and applies to public and private entities (Kaplin & Lee,
2009).
History in higher education. Ensuring both diversity and compliance in higher
education requires a balancing of interests (Altbach, Berdahl & Gumport, 2005; Kaplin &
Lee, 2009). To begin with, courts have determined that there are two types of affirmative
action programs, those that are race-conscious and those that are race-neutral (Kaplin &
Lee, 2009). While institutions are allowed full discretion in terms of making employment
decisions, they must avoid the use of quotas or the appearance of using quotas (Kaplin &
Lee, 2009). To accomplish this, two types of affirmative action plans exist under the law:
remedial and voluntary (Kaplin & Lee, 2009). Remedial plans are designed to fix
previous discrimination and voluntary plans come about from conscious decisions made
by an institution (Kaplin & Lee, 2009).
According to Altbach, Berdahl and Gumport (2005), courts “are generally
reluctant to interfere in the internal working of academic institutions” (p. 298). Yet, as
Kaplin and Lee (2009) point out, courts have determined that overall rigid quotas relating
to affirmative action are not allowed. Most often, courts prefer the use of race-neutral
programs over race-conscious programs (Kaplin & Lee, 2009). Race or ethnicity may be
used within narrow parameters, yet one applicant may not be preferred over another due
solely to race or ethnicity (Kaplin & Lee, 2009). The implications of affirmative action
indicate that institutions must prove narrow considerations of race or ethnicity further the
goal of a diverse campus (Altbach, Berdahl & Gumport, 2005; Kaplin & Lee, 2009).
Diversity in higher education. Parameters of affirmative action have resulted in
tenuous, often contradictory implications surrounding diversity (Althbach, Berdahl &
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Gumport, 2005). In a current legal review of the higher education workplace, Iguibuike
(2006) posits the importance of diversity in higher education and states,
The last quarter century has undoubtedly witnessed the increased
representation of historically underrepresented populations in
postsecondary, graduate, and professional schools. These populations,
in turn, become future men and women of the professoriate. (p. 189)
In contrast, Aguirre (2009) argues that despite gains in minority enrollment in higher
education in the 1980’s and 1990’s, the number of women and minorities entering the
professoriate is marginal.
Iguibuike argues that as a result of the legal environment, institutions of higher
education need to overcome inequitable conditions by fostering holistic and diverse
conditions to supplement student success. He asserts,
Being taught by diverse faculty in an academic climate that fosters
this end better approximates the realities students will experience as
they enter the job market. Furthermore, these experiences will allow
them not only to remain competitive but to thrive. (p. 199)
Quezada and Louque (2004) also assert that the presence of faculty of color demonstrates
the level of institutional commitment toward diversity and equity.
Institutional Climate
The degree of adjustment to the academic environment by faculty of color on
college campuses has been examined in the literature (Aguirre, 2000; Alfred, 2001;
Thomas & Holllenshead, 2001; Turner, 2003). Faculty of color often describe feelings of
marginalization, invisibility, alienation and isolation in PWIs (Stanley, 2006a). In a
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national study of full-time faculty (Jayakumar, Howard, Allen & Hand, 2009), the results
indicated that unintended consequences may occur in a toxic racial environment:
Not only does a negative racial climate impede job satisfaction for
faculty of color, but conversely, a negative racial climate is also
associated with greater retention for White faculty. Together, these
findings highlight the notion that racial hierarchy and advantage can
be perpetuated without malicious intent. (p. 555)
Faculty of color have reported that they perceived the climate on their campuses as racist,
and had little faith that administration was either committed to diversity or to their
success (Iverson, 2007). Most universities make some effort to address diversity,
problems of discrimination, hateful rhetoric and behavior, and climate issues in their
diversity plans. Nonetheless, these findings indicate that about one-third of graduate
students had witnessed overt racism in the form of ethnophaulisms or bigoted literature.
Even when addressing the problem of climate, the standards established by the White
male majority is “contingent and contextual” (p. 607). And does not necessarily follow
disinterested and objective criteria, but must instead “seek to make visible the normative
power of the practices and processes to which others must conform” (p. 607).
Critical Race Theory
One lens that helps to illuminate the duality faculty of color face in collegiate
environments comes from the Critical Race Theory (CRT) scholarship of Kimberle
Crenshaw (1993; 1995), Derrick Bell (1992), and Alan Freeman (1970). CRT asserts that
racism is a normal consequence that is engrained in daily American life both in legal
systems and political structures, and it often goes unnoticed by its perpetrators

48

(Crenshaw, 1993; Bell, 1992). Racism is a social construct that is likely permanent and
serves to ensure the power of the privileged group politically and legally (Smeadly,
2007). Delgado and Stefanic (2001; 2007) assert that CRT “grounds its conceptual
framework in the distinctive experiences of people of color” (p. 122). Van Deventer
(2007) states that CRT illuminates how whiteness is used “as a standard in policy against
which to measure the progress and success of people of color and exposes inherent
racism in diversity policies” (p. 587).
Many institutions of higher education are unable or not willing to examine
themselves through the lens of race and power dynamics. Institutional climates, like
American society, are layered with the impact of institutional racism. Institutional racism
is so normalized that it is in the daily culture of our academic environments and is
difficult to eradicate. CRT addresses policies and practices that might appear on the
surface to be neutral, fair or objective but are actual expressions of racism that favor the
privileged group (Crenshaw, 1995). It gives voice in the form of counterstorytelling to
those who have been victimized by racial discrimination. Supporting this stance, Iverson
(2007) suggests that CRT is a useful tool when analyzing or developing diversity action
plans within institutions of higher education. She argues that those who hold power are
able to shape the perspective on the value of diversity to an academic institution. She
further notes that university administrators should challenge “normative assumptions”
when involved in diversity planning initiatives. “Diversity action plans are ordering and
constituting the cultural reality for people of color (students and faculty) on campus
through the ways in which they write about diversity” (p. 588).
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Institutions of higher education that are well-intended about becoming diverse
academic institutions will find it difficult to do so without acknowledging that race
factors into every aspect of the collegiate environment. Actualizing a mission for
diversity requires that academic institutions begin analyzing the workplace to understand
how privilege and power is distributed internally based on adherence to majority group
norms. However, an effective analysis of the barriers that impede moving toward a
diverse organization will face resistance from those who are unable to move toward a
new paradigm (Chrobot-Mason & Thomas, 2002; Iverson, 2007).
For example, Hu-Dehart (2000) argues that higher education administrators have
not moved toward a new paradigm as it relates to the recruitment and retention of faculty
of color. White women, because of their race and class, have made a more significant
and measurable difference in the professoriate, which may have dismantled the
disadvantages experienced due to gender inequity alone. At the same time, recruitment
and retention of women faculty of color pales in comparison to White women employed
in predominantly White institutions. Hu-Dehart (2000) suggests that these differences
exist because, unlike White women, the hiring of faculty of color relies on the change in
or formation of new policies which depend on the willingness of White power holders to
implement and relinquish some of their hegemony. As a result, the ability to truly
diversify faculty, program and curriculum is limited because institution’s diversity
projects and plans are not substantive enough. Institutions of higher education would
rather rely on the change in people’s attitudes, behaviors and politeness while avoiding
discussions about structural inequalities and actively challenging institutionalized
systems of power and privilege.
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Similarly, McIntosh (1989) highlights the systematic and institutionalized nature
of White privilege, a symbol of dominance over other groups which can go unnoticed or
unacknowledged by those who possess it. She asserts that without the dismantling of the
“invisible knapsack” (p. 1) of White privilege, a system that rewards a group for
unearned privilege will continue. It is this unearned position of power that impacts the
experiences of those without privilege in the same work setting. The perpetuation of
racism and oppression will continue while the system fails to “address its wrongs” and
instead “proclaims a color blind ideology” (Stevenson, 2011, p. 16). The notion of
colorblindness when used by the dominant group is a method of not acknowledging
racism exists rendering the individual attributes of people of color invisible. Piteritis,
Poteat, and Spanierman (2009) argue that “avoidance can be a response to being
threatened by discussions of White privilege” (p. 418). These scholars further state that
Whites are unaware of ways to engage in authentic dialogue about ways to dismantle
White privilege.
Similarly, as cited through (Iverson, 2002), Delgado, Bernal and Vallalpando
(2002) argue that CRT challenges stereotypes and preconceived notions and confirms
that “practitioners must listen to those who experience racism, sexism, and classism to
counter the dominant discourses circulating in educational policies” (p. 588). CRT
purports that racism is so engrained in American society that it is normalized and laws
are alleged to be colorblind and will only address racial inequality that are most extreme.
Ladson-Billing (2002) and Tate (1995) as cited in Ospina and Su (2009) introduced CRT
as a way of addressing inequalities in education. Ladson-Billing (2002) argues that CRT
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challenges the “deficit based beliefs” that permeate the halls of American educational
institutions.
One example of dismantling the walls of “deficit based beliefs” is revealed in
Trevino, Harris and Wallace’s (2008) scholarship regarding CRT. These researchers
argue that CRT in recent years has come to use narratives or storytelling,
Not only as a rhetorical device for conveying their personal racialized
experiences but also as a way of countering the metanarratives—the images,
preconceptions, and myths—that have been propagated by the dominant
culture of hegemonic Whiteness as a way of maintaining racial inequality. (p.8)
Delgado and Stefanic (2001) state that counterstorytelling “aims to cast doubt on the
validity of accepted premises or myths, especially ones held by the majority” (p. 43).
Counterstorytelling is an important element and gives context to this research. It
provides a lens to the experience and gives voice both individually and collectively to the
perspectives of faculty of color in predominantly White institutions. The counterstory
places people of color at the center of the discourse rather than on the outer edges of the
conversation. It challenges the normative story of the dominant group and calls for a
discourse on race. It also calls for the examination of the curriculum and texts for bias
and inaccurate portrayals of people of color (Delgado & Stefanic, 2001).
Trevino et al’s (2008) criticism of CRT is that it is primarily central to legal and
political arguments rather than on the larger issues outside of the legal realm of the law.
These scholars suggest that it ought to attend more to the looming social issues that affect
people of color from a humanitarian perspective by using a counternarrative method to
address the beliefs and preconceived notions and stereotypes that have been constructed
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by the dominant culture. Iverson (2007) argues that “bodies of knowledge…that defines
the terrain” are at the center of power (p. 590). It is my belief that counternarratives is an
important element in bringing to light the experiences of African American women
faculty in academic institutions. This qualitative study will allow African American
women faculty to tell their stories in their own voice, which may assist in eradicating the
preconceived notions and stereotypes that are prevalent by the dominant culture.
Critical Race Feminism. Critical Race Feminism (CRF) is a genre of
scholarship evolving from the writings of three hundred women of color who teach in
legal academia. This work examines the intersection of race, gender and class within a
legal and/or multidisciplinary context. It recognizes that women of color have unique
race and gender experiences that are buried in feminist and anti-racist frameworks
(Crenshaw, 2003). Within CRF, discourses about people of color and women are
conceptualized to include aspects of group identities that have been neglected. A
substantial portion of the literature focuses on how frameworks do not recognize women
of color (i.e., African American women) as a distinct group and how they are
discriminated against differently than men of color and White females (Crenshaw, 2003;
DeDeCuir-Gunby, Long-Mitchell & Grant, 2009; Hill & Collins, 1998, 2003, 2009).
Crenshaw (2003) offers an analogy of a street intersection to explain how single issue
analysis is adequate for African American women:
Discrimination…..may flow in one direction, and it may flow in another. If an
accident happens in an intersection, it can be caused by cars traveling from any
number of directions and, sometimes, from all of them. Similarly, if a Black
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woman is harmed because she is in the intersection, her injury could result from
sex discrimination or race discrimination (p. 28).
Therefore, interventions based on the experiences of White men or women may only
superficially address the needs of women of color.
As heuristic mechanisms, Critical Race Feminism (CRF) and Black Feminist
Thought (BFT) recognize that race and gender interact in ways that make Black women a
distinct social group that exists within race or gender-only interpretative frameworks but
also transcends those frameworks (Collins, 1998). Therefore, BFT and CRF are useful in
shaping one’s thinking about the ways that intersectional identities, particularly race and
gender, operate in particular social contexts and processes. As interpretative tools, they
elucidate theme that may have particular salience for the African American female
experience.
Building on the notion of critical feminist standpoints as heuristics, CRF, when
applied to the professional socialization processes of African American female faculty,
asserts that racism is endemic and intersects with other forms of oppression.
Additionally, it challenges views that claim success is colorblind and based on merit.
CRF and BFT privilege group membership as a way to explain how socially constructed
identities influence access to resources and worldviews. Therefore, professional
socialization in predominantly White institutions is not merely transference of cultural
norms. It is a process of adopting the norms and navigating the terrains of the dominant
group. Because group subordination is necessary to maintain dominance, African
American women then must navigate institutions in which norms may hinder their
professional development and cultivate an environment where micro-aggressions (subtle
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yet pervasive forms of oppression) abound (Ayres, 1991; Soloranzo, Ceja & Yosso,
2000; Crenshaw, 2003).
In summary, this study draws upon Critical Race Theory (CRT) and Critical Race
Feminism (CRF) research regarding organizational culture and climate, institutional
diversity and the recruitment and retention of African American women faculty. Iverson
(2007) argues that unpacking assumptions thought of as neutral, unbiased, objective and
the standard for normalcy is essential to creating diverse academic environments.
Without fully examining these assumptions for bias, there can be no progress in regard to
diversity planning and initiatives as well as diversifying the professoriate.
Socialization of Faculty of Color
Socialization has been defined in many ways (Johnson & Harvey, 2002). In their
review of the literature on faculty of color in the academy, Turner, Gonzalez and Wood
(2008) noted that the socialization of faculty of color has received some attention in the
1990s. The works of Tierney and Bensimon (1996), Tierney and Rhoads (1993) and
Turner and Thompson (1993) were three of the four most widely cited studies. The
researchers depended primarily on these works, and others, to define and describe the
socialization process, as well as to highlight key issues related to the socialization of
faculty of color.
Socialization is considered a cultural process where faculty interact both
intellectually and socially. Tierney and Bensimon (1996) described it as a, “ritualized
process that involves the transmission of the organization’s culture” (p. 36). This process
continues for the duration of the professional life of faculty (Tierney & Rhoads, 1993).
However, the start of a faculty member’s career may be challenging, especially as the
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faculty member seeks to understand the culture and meet the expectations of the
institution (Tierney & Bensimon, 1996).
New faculty often feel “exasperated and uncertain” due to the limited amount of
knowledge about their new workplace (Johnson & Harvey, p. 299). Tierney and
Bensimon (1996) view the socialization of new faculty as a two-way process. In this
process, new faculty members learn about the institution and vice versa (Tierney &
Bensimon, 1996). This acclimation process provides faculty of color with opportunities
for successful integration into the professoriate. Successful integration of new faculty of
color is critical to diversity, inclusiveness, and organizational change in the academy.
Anticipatory socialization. Tierney and Rhoads (1993) divided the socialization
of faculty into two stages of development: anticipatory and organizational. In their view,
socialization takes place, mostly, during graduate study and requires students to
assimilate to the culture of the academy. Organizational socialization consists of two
stages, which include initial entry and role continuance (Tierney & Rhoads, 1993). Since
the researcher’s study will focus on the preparation of faculty, the anticipatory stage is
discussed.
Anticipatory socialization occurs, primarily, during graduate education, followed
by the organizational stage where the new faculty member enters into the professoriate in
a new institution. Anticipatory socialization is, “the process by which persons choose
occupations and are recruited to them, gradually assuming the values of the group to
which they aspire and measuring the ideals for congruence with reality” (Clark &
Corcoran, 1986, p. 23). During the anticipatory stage, individuals become acclimated to
the ethos of the academic profession (Clark & Corcoran, 1986). Some scholars believe a
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faculty member’s careers begin in or before graduate school (Anthony & Taylor, 2004;
Austin, 2002; Tierney & Rhoads, 1993).
Anticipatory experiences shape how faculty approach their future academic work
(Tierney & Rhoads, 1993). Consequently, the anticipatory socialization experiences of
faculty who attended large public research-based universities may be incompatible with
the expectations of teaching-based institutions (Johnson & Harvey, 2002). The
anticipatory socialization experiences in American graduate programs do not prepare
future faculty well for the realities of the professoriate (Austin, 2002; Golde & Dore,
2001; Tierney & Rhoads, 1993). Austin stated, “the socialization process in graduate
school must change substantially for new faculty members to work effectively in the ever
changing world of higher education” (p. 95).
Pascarelli and Terenzini (1991) noted that, “anticipatory socialization is a process
or set of experiences through which individuals come to anticipate correctly the norms,
values, and behavioral expectations they will encounter in a new setting” (p. 403).
Therefore, faculty socialization can occur at any point prior to entering the professoriate.
This researcher suggests that MDFP experiences socialize underrepresented students for
faculty careers before entry into the professoriate. My proposed study seeks to examine
if, how, and why the MDFP may be influential for its alumni currently serving in the
professoriate at colleges and universities in the State of Florida.
Organizational socialization. Organizational socialization involves two stages:
initial entry and role continuance (Tierney & Bensimon, 1996; Tierney & Rhoads, 1993).
The initial entry stage occurs, primarily, during the recruitment process and hiring
process. In addition, it entails initial interactions and learning experiences with senior
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faculty after a faculty appointment has been accepted (Tierney & Bensimon, 1996;
Tierney & Rhoads, 1993). Role continuance takes place when new faculty members are
acclimated to the institution and academic departments and continues through the various
phases of their careers (Tierney & Rhoads, 1993).
Initial entry is challenging for new faculty (Tierney & Rhoads, 1993). Concerns
about being successful in their new faculty role become more important, whereas before
entry concerns about finding employment were most important. New faculty often
encounter points of “disillusionment and adjustment” due to the pressures that come with
a faculty appointment such as teaching, service or research (Tierney & Rhoads, 1993, p.
36). Also, new faculty members may encounter a lack of collegiality, and
marginalization (Turner & Thompson, 1993). This study on the experiences McKnight
Doctoral Fellow alumni serving as faculty may provide insight on the influence of the
program at this crucial point for new faculty of color.
Role continuance is the point where faculty move through the promotion and
tenure process (Tierney & Bensimon, 1996). This stage of organizational socialization
involves both formal and informal interactions. For example, tenure review processes are
considered a type of formal socialization. Discussions with faculty colleagues about the
tenure process are an example of informal socialization (Tierney & Bensimon, 1996).
Most McKnight Doctoral Fellow alumni serving as faculty are new, tenure track assistant
professors (Florida Education Fund Annual Report, 2010). An investigation into their
interactions as faculty of color and the helpfulness of the MDFP or other experiences
during this point in their faculty career path may be insightful to higher education
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administrators desiring to address the underrepresentation of faculty of color at their
respective institutions.
Recruitment and Retention of Faculty of Color
Recognition of important factors surrounding a holistic approach toward hiring
practices came about in evaluating the effectiveness of specific diversity strategies and by
placing an importance on inclusion. In a study by Smith, Turner, Oesi-Kofi and Richards
(2004), the researchers report marginal progress within postsecondary education. Yet,
their findings argue for success in the use of strategic “special hire indicators” and
diversity indicators throughout the hiring process. Furthermore, Adams and Bargerhuff
(2005) reported that faculty of color have a propensity to accept positions at institutions
that make them feel welcome and included.
Recruitment and retention of faculty of color at postsecondary institutions is
central to diversity. However, Kayes (2006) suggests that the presumption that
recruitment and retention are the same with respect to minority employment must be
treated with caution. In other words, he argues the fact that an institution simply recruits
faculty of color does not mean the same institution is committed to the institutionalization
of diversity and the retention of faculty of color (Kayes, 2006). Initiatives that fall short
of institutionalized diversity will result in high turn-over of faculty of color. Along the
same line, Haskins (1999) agrees that institutions run the risk of losing qualified
professors of color if they do not address culture shock and the susceptibility toward
isolation within their own departments. He also adds that institutions cannot become
diverse environments by merely hiring a small portion of faculty of color (Haskins,
1999).
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Moreover, the retention of faculty of color is paramount and essential because
retention is vital to the future of higher education (Rudenstine, 1996). The gap between
retention rates for faculty of color and White faculty is attributable to the privilege of the
White male establishment master narrative “to define what is valued and how excellence
is measured” (Jayakumar, Howard, Allen & Han, 2009). The majoritarian standards
define and judge White faculty as autonomous individuals, while faculty of color are
often evaluated in terms of their race and ethnicity (Turner, Myers & Creswell, 1999).
Mentoring remains one of the key attributes for the continued recruitment and retention
of faculty of color in university settings. The consideration of non-traditional methods
such as community building techniques in mentoring programs (Chesler & Chesler,
2002), can contribute significantly to improved retention (Chesler, Single & Mikic, 2003)
for women and faculty of color.
Following decades of affirmative action and equal opportunity court cases and
legislation, progress in diversifying the academy and improving the recruitment and
retention rates for faculty of color continues to be a challenging and problematic dilemma
for higher education (Turner, 2003). Referring to the promotion and tenure process as a
bittersweet one for faculty of color (Stanley, 2006a, 2006b), the process can be traumatic
when White faculty feel that faculty of color are not qualified to be at their institutions.
From the perspective of faculty of color who are learning to negotiate and navigate the
White academic culture with their own ethnic culture, the ways of providing support
through mentoring may not be effective (Sadao, 2003). Brayboy (2003) points to a
hidden agenda affecting faculty of color in university settings that profoundly impacts
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their ability “to fulfill the visible requirements necessary for retention, tenure, and
promotion” (p. 77).
Promotion and Tenure
When faculty of color are hired at PWIs, they have “access to institutional power
and legitimization, but too often it does not accord them with an equal opportunity to
succeed in advancing through the ranks of academia” (Assensoh & Alex-Assensoh, 2001,
p. 2). The rates at which faculty of color and women are tenured are significantly lower
than for White men. Generally, women and people of color disproportionately occupy
faculty positions in community colleges and in untenured and junior ranks at PWIs. The
majority of African Americans who achieve tenure are concentrated in historically Black
institutions of higher education (Johnson-Bailey & Cervero, 2004).
When women achieve tenure, they disproportionately fill the ranks of associate
professor (Christman, 2003), while women of color experience “the double impact of
sexism and racism” (Zellers, Howard & Barcic, 2008, p. 559). Although the number of
women in general who earn their doctoral degrees is rapidly growing (West & Curtis,
2006), their representation as tenured faculty members remains very low, especially at
most PWIs and prestigious research universities.
Research and Publication
One of the most significant influences on the retention of faculty of color hinges
on their research and publication record (Creamor, 1998; Sheile, 1991). Faculty
counterstorytellers have a very small voice when it comes to defining and influencing the
master narrative, such that research and publications about race, gender, and ethnicity
that focus on counter narratives is often compared to and judged against White standards
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and norms (Fine, Weis, Powell & Wong, 1997). One faculty member of color who was
interviewed for the study (Sadao, 2003), spoke of the tenure review process and told of
the privileging of publication over community service and teaching:
And we give lip service to teaching, and we give lip service to
community service. And everything else is concentrated on
publications…But I think there’s this artificial, almost fantasy kind
of thing of: no publication/no consideration of tenure and promotion.
And all I’m asking is some sense of balance in the approach, that’s all.
And I feel I’ve been doing all three of the things that should be the hallmark
of a faculty member. (p. 410)
The literature regarding faculty of color points out that often their research
preferences focus on race, gender, inequality, and social justice issues, while their White
counterparts, “who have historically dominated the power brokers of higher education
institutions, are more likely to fit into and perpetuate previously defined research agendas
and values” (Jayakumar, Howard, Allen & Han, 2009, p. 555). Predominantly White
institutions favor and privilege certain publication journals when considering retention,
promotion and tenure, but studies have found that faculty of color often find themselves
on a separate tenure track because their research agendas and foci, and the journals that
publish their work, do not fit the dominant majoritarian standards required for tenure.
The presumption that faculty scholars are expected to publish their research in
prestigious journals is often awkward and challenging because these journals tend to
favor epistemological perspectives that align and are in concert with the master narrative.
While not exclusively, many faculty of color “tend to write on issues related to race and
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ethnicity, which are generally difficult to publish in mainstream journals” (Schiele, 1991,
as quoted in Creamer, 1998, p. 17). As a result, scholars who conduct qualitative
research that emphasize ethnicity and race are often the target of criticism from the
master narrators who seek objectivity and factual data.
However, when faculty of color agree to play by the dominant game rules in order
to get ahead, there is often a cost involved in selling out or assimilating. Bernstein (1993)
urges the academy and publishers to take care to listen and understand “what is being
expressed in ‘alien’ traditions” (p. 65) and not simply dismiss valid scholarship with an
ethnic, gender, or racial focus during the review process. Thus, in order to achieve
promotion, tenure, and retention, faculty of color are obligated to fit into the dominant
group requirements in order to persist. The balancing act is not easy between different
cultural worlds (Sadao, 2003).
The White research agenda and the research agendas of faculty of color might as
well be on different planets. When rejections of articles that are submitted by faculty of
color to mainstream publications occur because the authors are thought to deviate from
what are considered to be more traditional forms of scholarly work (Donmoyer, 1996), a
double consciousness emerges (DuBois, 1989/1903) that becomes challenging,
discouraging, and difficult. Institutions of higher education would do well to counter the
master narrative and recognize that “academics from minority groups bring perspectives
to higher education that expand and enrich scholarship” (Turner, 2003, p. 117).
Research studies “that arise out of other social histories, such as African
American social history or Cherokee social history, are not typically considered
legitimate within the mainstream community” (Scherich & Young, 1997, p. 9). Their

63

work is often considered to be illegitimate, too personal, and not sufficiently erudite
(Delgado, Bernal & Villalpando, 2002; Schiele, 1991); or strange, foreign and exotic
(Kolodny, 2000), making their contributions inadequate and unworthy, according to the
master narrative. Mainstream research and methodologies are cumulatively privileged
because they align with and adhere to the dominant paradigms of the decision makers.
Because the methodology, research topics, and previous publications of the most
successful mainstream scholars are considered to be congruent with the publication
guidelines exacted by the most prestigious journals (Ward & Grant, 1996), they
experience continued success and proliferation of their publications. For the most part,
the senior White faculty academic superstars have well entrenched and established
publication records over a substantial part of their careers, and they are the most likely to
serve on the most prestigious editorial review boards. “They are often a small group of
people who have a sustained presence in the literature and who have played a major role
in shaping the dominant paradigms and formal discourse in an academic field” (Creamer,
1998, p. 63). They have the power to “either continue to perpetuate the master narrative
in educational research or reexamine scholarship in the editorial-review process, in light
of new and emerging critical counter narratives” (Stanley, 2007, p. 16). On the counter
side, very few scholars occupy these powerful positions, and they are less likely to
influence and approve the articles submitted for publication.
Not surprisingly, because research for many faculty of color in the social sciences
and education focuses on issues of race, gender, and ethnicity, they are more prone to
experience stress from trying to advance and develop new and inclusive standards that
support and coalesce with their research agendas and foci (Caplan, Cobb, French,
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Harrison & Pinneau, 1980; Milen, 2000; Smith & Witt, 1996; Tillman, 2002). In her
study, Stanley (2007) found that “African American faculty members wanted to provide
their own perspectives regarding prevailing negative assumptions about their experiences
in as well as outside the classroom” (p. 16). This type of commitment to a specific
research agenda is not only a theoretical one, but it is also beneficial for the academy at
the classroom level as well as the institutional level.
Cautioning academia to be aware that “epistemological arguments are sometimes
used to support unconscious racist assumptions,” Stanley (2007, p. 22) concludes that the
publications and research many faculty of color “reside outside the dominant paradigm”
(p. 22). With respect to race based comparative research, she found that the
counterstories of people of color are often compared and contrasted against a White
background. While the comparisons are legitimate, the perceived deficiency of these
studies extends the idea of the master narrative that the White perspective is the standard
and the norm. Concerning peer review scrutiny, the makeup of the peer groups needs to
be considered, as the population of people and faculty of color will continue to increase:
However, for faculty members of color and women, especially, many
of us are still being advised to refrain from doing nonmainstream
research, either because it is controversial or because we will risk not
achieving tenure and promotion. This work, though, is often what we
may be most passionate about in our scholarly pursuits, even though
within the mental models of some colleagues and administrators, this
type of research is considered without substance and lacking in rigor
and relevance. (p. 22)
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Teaching and Service
Thomas and Hollenshead (2001) interviewed African American women faculty
members who often felt conflicted when they were constrained to limit their interactions
with students, and their service work, particularly if they were not yet tenured. This
tension becomes especially magnified for them when they feel compelled to assist,
advise, and advocate for students of color, or that their voice and representation is
necessary on significant committees, or when important or controversial faculty or
university issues arise.
Faculty of color sometimes experience self-doubt about their ability to teach
(Fries-Britt & Kelly, 2005). When they teach and work with students, they regularly think
that they need to be in control rather than being open (Hooks, 1994; Palmer, 1998).
Ineffective thinking such as this can impact and even hamper the process of teaching and
learning. According to Palmer (1998), “teaching is a daily exercise in vulnerability [and]
to reduce our vulnerability, we disconnect from students, from subjects, and even from
ourselves” (p. 17).
Mentoring Faculty of Color
Although “mentoring remains one of the key attributes for the continued
recruitment and retention of faculty of color” (Stanley, 2006a, p. 715) at PWIs, the
dominant model of mentoring originally conceived by and for White males may not
sufficiently meet the needs of faculty of color. In a study conducted by Jackson (2004), a
sizable percentage of minority and female faculty reported feeling little or no support
from their department throughout the tenure process. Findings indicated that 33% of
African Americans and Latinos and 31% of White women in the study felt unsupported
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by colleagues. Faculty of color may feel isolated and alienated especially when they are
the only faculty of color in their department (Gilroy, 2004; Stanley & Lincoln, 2005).
Phillips (2002) asserts that the chilly institutional culture within higher education
institutions leads to problems with faculty of color recruitment.
Providing a supportive atmosphere through mentoring program is crucial for
faculty of color (Piercy, Gidings, Allen, Dixon, Meszaros & Joest, 2005). Mentoring of
faculty of color is a successful tool to facilitate inclusion (Blackwell, 1998). Faculty of
color value mentoring and associate mentoring with success in academia (Turner &
Myers, 2000). Stanley and Lincoln (2005) reported that cross-race mentoring programs
are successful in addressing the issue of minority isolation. Furthermore, faculty of color
can benefit from mentoring by senior faculty (Phillips, 2002). Diggs, Garrison-Wade,
Estrada and Galindo (2009) argue that faculty of color need a combination of both formal
and non-formal mentoring.
Doctoral mentoring. In a study regarding the production of African American
professionals, Blackwell (1987) demonstrates that the presence of African American
faculty is the most powerful predictor of enrollment and graduation of African Americans
from graduate school. He maintains the assertion that “black students want and need
black mentors” was “compelling” (p. 359).
Blanchett and Clark-Yapi (1999) analyze the cross-cultural mentoring
relationships between faculty and minority students. The study identified five
components of the cross-cultural mentoring relationship: (1) roles and characteristics; (2)
differences and conflicts; (3) exchanges in the mentoring relationship; (4) mentoring as
preparation for the next environment; and (5) communication in the mentoring
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relationship. Mentoring relationships yield opposing outcomes for the dyads that
consisted of an equal number of same-race and mixed-race pairings. Protégés value
concrete rewards such as career choices, skill development, and professional contacts, but
mentors cite intangible rewards such as personal satisfaction of helping protégés develop
professionally. In the final conceptual area of mentoring as a preparation for the next
environment, protégés report that skill acquisition makes them feel ready to perform in a
junior faculty role. However, some mentors disagree and state “skills alone could not
guarantee success in higher education and that “mentoring alone may not be enough in
some instances to ensure success in academia” (p. 61). The authors find their study
consistent with previous studies pertaining to conflicts even though the mentor and
protégé shared racial and ethnic characteristics (p. 60).
In a study concerning Ford Fellows, Smith (1996) discovered mentoring to be a
significant factor in the job market experiences of doctoral students of color. Smith
concluded that while the study documented the importance of having someone serve as a
“champion” for doctoral students seeking tenure-track positions, that someone need not
be an individual at the student’s home institution. In many cases, professional networks
of faculty of color and individuals at undergraduate institutions where the Ford Fellows
had studied served as key advocates in landing the fellows faculty positions.
King and Chepyator-Thomson (1996) investigated seventy-four African
Americans who completed doctoral degrees in the discipline of sports and exercise.
Respondents report the most influential factor in finishing doctoral study is intrinsic
motivation exemplified by desire, drive, and self-confidence. Yet, the study concluded
that reliance on intrinsic motivation helps minority doctoral students overcome overt acts
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of racism and the absence of African American faculty mentorship that respondents
indicate they desire.
Willie et al. (1991) found a range of mentoring issues in their study of African
American Lily Endowment doctoral fellows. Three out of every four (n=20) fellows
select a mentor outside of their matriculating institutions. In many instances, the fields of
specialization for the mentor and protégé do not match. Moreover, the authors note that
although less than five percent of the total faculty are African American, the fellows
select African American mentors in forty percent of the cases.
Junior faculty mentoring. Bjork and Thompson (1989) suggested “structuring
mentor relationships with senior faculty recognized for excellence in teaching, research,
publishing, and service, areas critical for new faculty in meeting tenure expectations” (p.
350). The implications mentoring holds for early career faculty are distinctive given their
newly arrived status at higher education institutions.
Research on junior faculty of color revealed their difficulties in starting a career
without mentoring or sponsorship (Blackwell, 1989; Olsen, 1991). Even at institutions
that have formalized mentoring, during the adjustment phase of being new to campus,
junior faculty find fewer of them assigned to mentors in comparison to their White junior
faculty peers (Tierney & Bensimon, 1996, p. 113). In some instances, the junior faculty
make arrangements to get informal mentoring from faculty to whom they have not
officially been assigned. In some cases, “cultural taxation” explained the ineffective
nature of mentoring in the work lives of faculty of color. Padilla (1994) defined taxation
as:
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The obligation to show good citizenship toward the institution by serving
its needs for ethnic representation on committees, or to demonstrate knowledge
and commitment to a cultural group, which may even bring accolades to the
institution, but which is not usually rewarded by the institution on whose
behalf the service was performed” (p. 26).
Cultural taxation, then, explains why some junior faculty are too busy to take advantage
of mentoring, or why some junior faculty of color were unavailable to mentor junior
colleagues. Blackwell (1989) supports this explanation, stating, “[junior faculty of color]
are too frequently expected and encouraged to assume responsibility for everything
“minority” and then penalized for not having devoted sufficient time to research and
scholarly activities” (p. 13). The institutional and professional adjustments junior faculty
of color face differ from those faced by their non-minority peers, in many instances due
to the lack of other persons of color to interact with on campus.
Moreover, in their extensive review and analysis of the evolution of mentoring
programs in business and academia, Zellers, Howard & Barcic (2008) found a paucity of
research studies of faculty mentoring programs, and they concluded that most of the
current research in this area consisted of qualitative studies, small studies, or studies that
consisted of relatively small samples. They did find that most researchers maintain that
access to informal mentoring relationships is not equitable, and that it might be necessary
for institutions to consider more formalized mentoring programs. Nonetheless, due to
their lack of awareness to the exclusive White male mentoring club, few people of color
and women have learned the code to help them reach the highest levels because there are
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not sufficient numbers of “women and minorities with enough organizational influence to
advance” (p. 558).
Mentors tend to choose and become more accessible to mentees like themselves
and with whom they can better identify (Kanter, 1977; Luecke, 2004; McCauley &Van
Velsor, 2004). Additionally, the White male model of mentoring may be problematic for
women and members of some racial and ethnic groups because they are more likely to
prefer and have greater success with a collaborative, rather than competitive mentoring
approach (Chesler & Chesler, 2002). Generally, there are not sufficient numbers of
women and people of color in leadership, senior faculty, or administrative positions to
fulfill the need for mentors of the same gender or ethnicity. In fact, because people of
color encounter challenges in finding mentors and establishing satisfactory mentoring
relationships (Tillman, 2001), they often find themselves lumped together in one category
as women and minorities.
Because of the tremendous underrepresentation of African American in academia
and the historical legacy of de jure discrimination against them, mentoring for Blacks is
especially problematic (Johnson-Bailey & Cervero, 2004). Therefore, most of the studies
on the mentoring experiences of faculty of color have primarily focused on African
Americans, because they are the largest racial minority.
By the year 2050, the total population of people of color will outpace the
population of Whites, creating a majority minority phenomenon (Girves, Zepeda &
Gwathmey, 2005). Therefore, the importance of exploring and developing meaningful
mentoring programs for people of color in the professoriate becomes even more
prominent and salient (Zellers, Howard & Baric, 2008). Ragins (1999) argues that
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mentoring programs need to be even more inclusive by considering other
underrepresented populations, such as people with disabilities and religious minorities.
When racial and ethnic minorities belong to other marginalized groups, their lowered
status becomes even more pronounced and prominent.
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CHAPTER THREE:
METHOD
As mentioned in Chapters one and two, the goal of the MDFP is to address the
underrepresentation of African American women in the professoriate. Prior studies on
MDF program participants have generally utilized quantitative methods to explore
educational and employment outcomes of MDF program participants. However, no
qualitative data exist on the lived experiences of MDF alumna who have entered the
professoriate. The purpose of this study was to yield data that reveals the experiences of
MDF alumna as they transitioned from a doctoral program into the professoriate. A
specific focus was on how participating in the MDFP prepared them for faculty roles and
contributed toward their professional success in the professoriate. In this chapter, the
research method is presented, which includes a discussion of the research strategy, an
overview of the research plan, methods of data collection and analysis, and strategies to
enhance the validity, credibility and reliability of the findings.
Rationale for Qualitative Research Approach
Over the past two decades, the Florida legislature and the higher education
community have invested greatly in preparing MDF participants for the professoriate.
McKnight Doctoral Fellowship program directors have witnessed many students obtain
their doctoral degrees. However, current data show that relatively few participants enter
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into the professoriate in general and even fewer women of color become professors
(McCoy, Wilkinson & 2008).
This study sought to understand how a small group of MDFP alumna, currently
serving in the professoriate in the State of Florida, experienced the MDFP as doctoral
students and professionals. Exploring the day-to-day lived experiences of MDF alumna
helped to elucidate what it was like to be in the MDFP and transition into the
professoriate. Exploring the meanings of these experiences shed light on how, when, and
why MDF alumna chose to become faculty at colleges and universities within the State of
Florida. The existing research on MDF program participants relies primarily on
quantitative research methods. Often, statistical approaches can limit deeper reflection
into the lived experiences of a participant’s life. According to Creswell (2009),
Qualitative research is a means for exploring and understanding the meaning
individuals or groups ascribe to a social or human problem….Those who
engage in this form of inquiry support a way of looking at research that honors
an inductive style, a focus on individual meaning, and the importance of rendering
the complexity of a situation. (p. 4)
In order to learn about the experiences of current African American women faculty who
participated in the MDFP as doctoral students and entered the professoriate, a qualitative
approach was appropriate for this study.
Phenomenological Methodology and Implications
This study used exploratory and descriptive phenomenology to examine the
essence of the doctoral and professoriate experiences of African American women
faculty. According to McMillan and Schumacher (2001), “[m]any qualitative studies are
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descriptive and exploratory” (p. 337). These researchers further explained that
qualitative studies that are exploratory and descriptive in nature:
…add to the literature by building rich descriptions of complex situations
and by giving directions for further research…[The] research purpose of
descriptive exploratory [studies is] to examine “new” or little known
phenomena [and] to discover themes of participant meanings…Qualitative
researchers usually focus on individuals, groups, processes, or organizations
and systems (McMillan & Schumacher, 2001, p. 397).
A qualitative approach was chosen for this study because the experience of African
American women faculty who participated in the MDFP will add to the body of
knowledge and literature in higher education. A qualitative approach allowed for
exploration and description of the reflections and experiences of MDF alumna.
Relatedly, a qualitative approach provided information about how MDF alumna create
meaning in their world.
According to McMillan and Schumacher (2001) “[q]ualitative research is based
on a constructivist philosophy” (p. 396). Constructivism is also referred to as a paradigm
(Lincoln & Gruba, 1994) and an epistemology (Jones, Torres & Arminio, 2006).
Constructivist epistemology “seeks to understand individual social action through
interpretation or translation…The aim is to understand aspects of human activity from the
perspective of those who experience it…all knowledge is dependent on its context (Jones
et al., 2006, p. 18).
Patton (2002) asserts that “constructivists are concerned with multiple realities [of
how knowledge is] constructed by people and the implications of those constructions for
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their lives and interactions with others” (p. 96). In the constructivist epistemology
“researchers are interpreters…and their role is to understand phenomena in an inventive
way” (Jones et al., 2006, p. 18). In this study, the researcher aimed to understand and
interpret the experiences of MDF alumna as they reflected upon their quest to become
faculty in higher education.
Research Approach
This study used a phenomenological methodological approach. “A
phenomenological study is one that focuses on descriptions of what people experience
and how it is that they experience what they experience” (Patton, 2002, p. 107). As van
Manen (1990) stated, “phenomenology asks, ‘What is this or that kind of experience
like?’” (p. 9). Phenomenology aims to illustrate “the meaning of the lived experiences
for several individuals about a concept or the phenomena” (Creswell, 1998, p. 51). The
phenomenological approach assumes that:
There is an essence or essences to shared experience. The essences are the
core meanings mutually understood through a phenomenon commonly
experienced. The essences of a phenomenon, for example, [can be] … the
essence of being a mother or the essence of being a participant in a particular
program. (Patton, 2002, p. 106)
According to van Manen (1990), “Phenomenology includes a descriptive
(phenomenological) element as well as an interpretive (hermeneutic) element” (p. 26).
Hermeneutic phenomenology was conceived by German philosopher, Martin Heidegger.
This approach emphasized “interpretation and understanding” and is consistent with
constructivist epistemology (Jones et al., 2006, p. 46). In phenomenological studies the
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researcher acts as interpreter and “engages in critical self-reflection about the topics and
the process” (Rossman & Rallis, 2003, p. 98).
The phenomenon explored in this study was the essence of being a MDF alumna
who matriculated through a doctoral program and currently serves in the professoriate.
Using this phenomenological perspective, the focus of this study was to explore,
describe, and understand the essence of lived experiences of African American women
faculty who participated in the MDFP and entered into the professoriate. According to
Patton (2002), phenomenology:
… focus [es] on exploring how human beings make sense of experience and
transform experience into consciousness, both individually and as shared
meaning. This requires methodologically, carefully, and thoroughly capturing
and describing how people experience some phenomenon—how they perceive it,
describe it, make sense of it, and talk about it with others. To gather such data
one must undertake in-depth interviews with people who have directly
experienced the phenomenon of interest; that is, they have “lived experience” as
opposed to second hand experience. (p. 104)
Jones et al (2006) identified six research activities that are central to the
phenomenological methodology. The phenomenologist should first, develop “deep
question[s]” and an “interest in understanding what something is like” (p. 48); second
conduct in-depth interviews in order to “generate thick description” of the experience (p.
49); third, conduct a “thematic analysis” of the text (p. 50); fourth, interpret the
experience through writing and rewriting and eventually coming to a response to the
question “What is it like to be…[a MDF alumni]” (p. 51); fifth, remain focused on the
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phenomenon under investigation (Jones et al., 2006); and sixth, give equal attention
describing both what MDF alumna reveal in their stories and illuminating the essence(s)
of being a MDF alumna who has entered the professoriate.
The purpose of this study was to explore the lived experiences of African
American women faculty who participated in the MDFP as doctoral students and
subsequently entered the professoriate. The aim of this study was to determine what they
experienced, how they experienced it, and what the experiences mean to these
individuals. Stated differently: How do MDF alumna who are now faculty describe their
doctoral experience and transition to the professoriate?What is the essence of being a
MDF participant who currently serves in the professoriate at a college or university
within the State of Florida?What is the qualis or essence of their shared experiences?and
What did MDF alumna bring with them from the MDFP to their current faculty roles?
The descriptions of experiences and the meanings associated with them can shed light
upon strategies that helped MDF alumna succeed in becoming African American women
faculty.
Role of the Researcher
This phenomenological study was governed by a fluid dynamic between the
researcher and each participant. However, the researcher adopted an approach
that aim[ed] at being presuppositonless; in other words, this is a
methodology that tries to ward off any tendency toward constructing
a predetermined set of fixed procedures, techniques and concepts that
would rule-govern the research project. (van Manen, 1990, p. 29)
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General phenomenological principles guided or made way for a holistic approach toward
this research. The holistic structure included identification of the phenomenon,
investigation of the lived experience in context, reflection on the themes and essence of
meaning surrounding the themes, and description the phenomenon in balance (van
Manen, 1990).
My role as researcher in this study was interconnected with the presentation of
self and the researcher as instrument. The presentation of self is the actual stance that the
researcher abides by while conducting a field study (Neuman, 2006). The presentation of
self includes the researcher’s personality, personal attitudes, and personal behavior.
Neuman (2006) states, “A researcher must be aware that self-presentation will influence
field relations to some degree” (p. 389). In addition to the self-awareness described
above, I was aware of my own potential biases as a self-identified African American
female doctoral student in the examination of this topic. It is also important to note that I
have not personally experienced working in academia as an assistant or associate
professor.
Along with an awareness of the impact of personality, I was conscious of the role
of the researcher as an instrument. Therefore, data was gathered from interviews,
dialogue, informal observations, and unspoken behavior from interaction with one of the
participants (Neuman, 2006). Researcher as instrument as defined by Neuman (2006)
suggests that “the researcher is the instrument for measuring field data” (p. 390). During
this journey, I was highly aware, sensitive and thorough (Neuman, 2006). I engaged in
reflection before and after each interview about the awareness of presentation of self,
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researcher as instrument, and the process of measurement. These reflections were
recorded in field notes.
I was also acutely aware that the purpose of the interview process was to tell
participants’ life stories and experiences with as much accuracy according to the
participant’s meaning rather than my own. Great care was taken to employ actions that
mitigated researcher bias and to remain sensitive to participant behavior resulting from
my presence (Neuman, 2006). I used a form of “bracketing” or “set aside [person] takenfor-granted assumptions used in a social scene” (Neumann,2006, p. 93) and at the same
time “acknowledge[d]…biases and experiences and continuously use[d] experience to
enhance the analytic process” (Corbin & Strauss, 2008, p. 85).
Sampling
Several authors have examined the process by which individuals are selected for
inclusion in a qualitative study (Creswell, 2009; Merriam, 2009; Patton, 2002; Yin,
2009). The most appropriate sampling strategy in qualitative research has been referred to
as purposive sampling (Neuman, 2006). This approach to sampling represents the idea
that in a qualitative study, researchers are looking to identify and include those
individuals that have the greatest potential to yield significant (i.e., quality and quantity)
data central to the purpose of the study (Devers & Frankel, 2000; Patton, 2002). Within
the context of this study, purposive sampling was used to select participants with unique
characteristics that fulfilled a specific purpose (Creswell, 2009; Neuman, 2006; Merriam,
1998).
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Outcomes for McKnight Doctoral Fellowship Program
Selected outcomes of the McKnight Doctoral Fellowship Program from 1984 to
2011 are summarized in Table 5 below. The results show that from 1984 to 2011 a total
of 759 fellowships have been awarded. Among these fellowship recipients, 305 have
earned doctoral degrees and 335 are actively pursuing their degrees, yielding a
completion/retention rate of 84.3%. Only 119 fellows (15.7%) have failed to earn the
doctorate since the program’s beginning. A greater proportion of doctorates have been
awarded to women (58.1%), and among the actively matriculating fellows, 32 have
advanced to the doctoral candidacy stage as of spring 2011. McKnight fellows take an
average of 5.5 years to complete their doctorate degrees as compared to the national
average of 7.5 years (Department of Education, 2011).
Table 5
Selected outcomes of the McKnight Doctoral Fellowship Program (MDFP), 1984 – 2011
SELECTED MDFP OUTCOMES
Fellowships awarded from 1984 to 2011
Fellowships currently awarded annually
Fellows granted doctoral degrees through 2011
Fellows actively matriculating through Fall
Fellows advanced to candidacy
Average time (in years) to completion of the doctorate
Fellows who left program or have remained inactive (5+
yrs.)
Completion/retention rate for the MDFP
Proportion of doctorates granted to women through
2011
Proportion of doctorates granted to African American
women through 2011

NUMBER
759
40
305
335
32
5.5
119

PERCENT

15.7
84.3
58.1
56.4

Note: The completion/retention rate is based on the doctoral degree recipients (305) and actively
matriculating Fellows (335) as a percent of all Fellowships awarded (759).
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Participants Selection Criteria
Researchers have discussed the importance of considering the number of
participants that can be reasonably included in a study, as well as the amount of data that
can be successfully mined and managed (Devers & Frankel, 2000; Merriam, 2009). Yin
(2009) recommended that the participant selection process proceed in two phases. He
described this process in the following manner:
The first stage consists of collecting relevant quantitative data about
the entire pool, from some archival source…Once obtained, you should
define some relevant criteria for either stratifying or reducing the number
of candidates. (p. 92)
The second stage in Yin’s (2009) description includes colleting limited information that
is relevant to the study’s purpose about the potential participants. He suggested that the
screening criteria be defined prior to the collection of this information. Several other
authors have endorsed this sampling procedure and referred to it as criterion-based
selection (LeCompte & Preissle, 1993), targeted selection (Schensul, Schensul &
LeCompte, 1999), establishing an inclusion/exclusion criteria (Fetterman, 1989), and
sampling frame construction (Devers & Frankel, 2000).
The criteria used to select participants for this study was as follows:
1. Participants were alumna of the McKnight Doctoral Fellowship Program;
2. Participants self-identified as an African American woman;
3. Participants were employed as assistant or associate professors at a four-year
college or university within the State of Florida.

82

The participants were limited to assistant and associate professors in order to readily
identify with the contemporary key features and salient components of the MDFP.
Additionally, participants were limited to the State of Florida as the intent of the MDFP is
to increase the underrepresentation of faculty of color in the State of Florida. In 1984,
The McKnight Foundation Board of Directors made a conscientious decision to make a
substantial financial investment in the educational system of Florida in honor of Mr.
McKnight, who established and endowed the McKnight Foundation in Florida in 1953.
Participant access and selection. Following Yin‘s (2009) model, the following is
a description of how the researcher accessed faculty participants for the study. First, a list
of McKnight Doctoral Fellow Alumni was retrieved from the Florida Education
Fund/McKnight Doctoral Fellowship Office in Tampa, Florida. This list revealed that
there were 383 graduates of the MDFP since the program’s incept in 1984. The criterion
used to reduce this initial pool of candidates included identifying African American
women faculty who are assistant or associate professors currently working in the State of
Florida. This specific criterion was used because the researcher desired to limit the initial
pool of 383 potential candidates to individuals who were believed to represent
information-rich sources of data related to the purpose of this study. A preliminary
analysis of the McKnight Doctoral Fellowship Alumni Directory indicated that there
were approximately 40 women who met this initial delimiting criterion.
Upon reviewing the list of prospective participants, approval of the study was
obtained by the University of South Florida’s Institutional Review Board (Appendix G)
prior to contacting any participant. A participant invitation letter (Appendix A) and brief
confidential biographical data form (Appendix B) was emailed to each participant. The
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letter outlined the study criterion and asked the prospective participants to indicate the
following: 1) whether they are alumna of the McKnight Doctoral Fellowship program; 2)
whether they self-identified as an African American or Latina female; and 3) whether
they were serving as an assistant or associate professor in a four-year college or
university in the State of Florida. The biographical data form was used to collect data
about each participant’s gender, race/ethnicity, educational attainment, and professional
experience. It was also used to collect data on the name of the graduate institution where
participation in the MDFP occurred and their years of participation in the MDFP. This
information sheet was designed to ensure selection of five African American and five
Latina assistant or associate professors. However, this researcher only received
responses from African American women faculty. At that time, the researcher rereviewed the list of MDFP prospective participants and attempted to verify names with
institutions via the internet in order to determine if there were Latina faculty that were
possibly eligible. This search did not yield any readily identifiable Latina faculty.
Additionally, of the African American faculty that responded affirmatively, the
researcher inquired whether they were aware of any Latina MDFP alumna within their
institution or that they knew of within the State of Florida. The researcher did not receive
any affirmative responses from this inquiry. Contact was also made with the McKnight
Foundation to determine if the office could connect me with any Latina faculty that might
be willing to participate in the study. At that time, Mr. Charles Jackson, the McKnight
program manager, indicated that the McKnight Doctoral Fellowship was originally
intended for African American graduate students only. Mr. Jackson further explained that
it has only been in recent years that the Florida Education Fund expanded the criteria for

84

the McKnight fellowship to include Latino/Latina applicants. The expansion was based
upon ambiguous verbiage outlined in the statute that created the fellowship. In other
words, the statute does not state with specificity that the only racial group eligible for the
fellowship is African Americans; although, based upon legislative history, this was Mr.
McKnight’s intent. To that extent, an explanation was offered by Mr. Jackson that a vast
proportion of the Latino/Latina McKnight fellows are still in the pipeline and have not
entered the professoriate.
From the 40 participant invitation letters mailed, 19 responses were received.
Twelve of the 19 prospective participants were eliminated from the study based upon the
following criteria: two professors were male; one professor was currently employed at a
community college; two professors were adjunct faculty member; and seven were
professors working outside of the academy, but had previously served as professors in
academic institutions. As a result of eliminating 12 prospective candidates, seven
African American women participants consented to being in the study. Once selections
were made, participants were contacted by electronic mail, with the telephone as a backup method, to arrange a time for the interview most convenient for the participant.
Regret letters (see Appendix C) were sent to those participants who were not selected for
the study.
Structured and In-Depth Interviews
In-depth interviewing was the primary source of data collection for this research
study. The method is consistent with the phenomenological approach used in this study
(Arminio & Hultgren, 2002). According to the scholarly work of Denzin and Lincoln
(2008), of critical importance in-depth interviewing is, “an interest in understanding the
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experience of other people and the meaning they make of that experience…it requires
that we realize that we are not the center of the world… and that others’ stories are
important” (p. 3). Utilizing in-depth interviews helped to generate “rich, thick
descriptions” of each participant’s experiences (Arminio & Hultgren, p. 454; Creswell,
1998, p. 203).
In addition, following Patton’s (2002) suggestion for combining both the
“interview guide approach” with a “standardized open-ended interview approach” (p.
347). Patton (2002) suggested that this combination “specifies certain key questions
exactly as they should be asked while leaving other items as topics to be explored at the
interviewer’s discretion” (p. 347). Using this format, probing questions were asked of the
participants to pursue some topics further in depth. This allowed for greater flexibility to
raise topics not specified in the interview protocol. This technique required the
interviewer to listen much more than speak, in order to extract the meaning of participant
experiences (Creswell, 1998; Patton, 2002).
An Interview Protocol Form (see Appendix D), as suggested by Creswell (1998),
was developed for this study. This data collection tool assisted in ascertaining pertinent
details concerning: (a) logistical information regarding the interview, (b) how to begin
and end each interview, and (c) thanking the participant (Creswell, 1998). The interview
protocol was two pages in length, contained open-ended questions, and involved
recordings of selected participant responses to questions (Creswell, 1998).
Before the interviews, I communicated with all participants via email and phone
to coordinate and then document and confirm the logistics (day/date, time, and duration)
for each study participant. The participants were also reminded that a follow-up

86

interview may be necessary based upon the data received from the participant’s initial
responses and input regarding the research questions. Interviews lasted up to 90 minutes,
and permission to audio record the interview was obtained prior to each interview. All
interviews were transcribed by Landmark Transcription, Inc., a data processing company,
whom was asked to sign a Transciber Confidentiality Agreement Form (see Appendix E).
Shortly after each interview, the audio recording was listened to and initial notes
were recorded. Then, “bracketing” was performed by recording and suspending
preconceived notions due to my marriage to a McKnight Doctoral fellow (Jones et al.,
2006). This process helped to better understand the lived experience of participants and
“brought forth previous understandings connected to the phenomenon being studied”
(Arminio & Hultgren, 2002, p. 453). Moreover, these activities established an “audit trail
that verified meaning making” (Arminio & Hultgren, 2002, p. 454). All participants
were sent a thank you letter after their interview.
Triangulation
Merriam (1998) states that triangulation is the use of “multiple investigators,
multiple sources of data or multiple methods to confirm the emerging findings” (p. 204).
According to Neuman (2006), the process of triangulation or “triangulation of measures”
involves measuring phenomena from various viewpoints to assure accuracy (p.149). This
qualitative phenomenological study consisted of participant interviews and analysis of
available McKnight Doctoral Fellowship program documents. Specifically, a review and
analysis of various forms of archival data (i.e., MDF program curriculum, MDF Annual
Reports, promotional and marketing materials, and brochures) was conducted, which
highlighted the following information:
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Number of students who were admitted and graduated from the MDFP since
1985,



Changes in the MDFP academic curriculum since program inception,



Changes in the financial package awarded to MDFs since program inception,



Changes in leadership and their respective philosophy regarding the MDFP since
program inception,



Areas of discipline for MDFs and



Changes in colleges or universities that participate in the MDFP.

Each data source was used to confirm or contradict the others.
In addition, the in-depth interview assisted in investigating the lived experiences
of participants and the essence of their meaning (Seidman, 2006). Moreover, field notes
provided context, representation, and meaning surrounding the McKnight Doctoral
Fellowship program that was not apparent through the interviews (Creswell, 2009;
Groenewald, 2004; Merriam, 1998; Miles & Huberman, 1994; Neuman, 2006; Seidman,
2006). In essence, the process of triangulation—source data was employed during the
course of the entire study (Creswell, 2009).
Data Collection and Analysis
Several authors (Corbin & Strauss, 2008; Creswell, 2007; Merriam, 2002; Patton,
2002; Rubin & Rubin, 2005) have suggested that the following three-step process is
commonly used in qualitative data analysis: 1) preparing or organizing the data for
analysis, 2) condensing the data into themes through the process of coding, and 3)
representing the data in figures, tables, or a discussion. One strategy that has been
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suggested to aid in the process of analyzing qualitative data is using theory to guide the
interpretation and presentation of data (Yin, 2009).
Following the participant interviews, verbatim transcripts were produced by
Landmark Transcription, Inc. utilizing Microsoft Word 2010. In an attempt to verify the
accuracy of the verbatim interview transcripts, each participant was asked to review her
individual interview transcript and to notify the researcher of any discrepancies and/or
missing information. This process of member checking did not result in significant
changes related to the data. Several of the participants corrected grammatical issues (i.e.,
words such as gonna, ain’t, etc.) within the data transcription.
Once the final verified interview transcript was produced, the data was condensed
into manageable units of analysis. Open coding (Corbin & Strauss & Corbin, 2008) was
then used to identify the smallest meaningful units of data that were relevant to the
purpose of this study, which emerged from a line-by-line review of the interview
transcripts. In the process of open coding the researcher remained open to any
meaningful segment of data that may be relevant to the research questions that are central
to the purpose of the study (Gubrium & Holstein, 2002; Merriam, 2002).
Following the identification and labeling of the open codes that emerged in the
interview transcript data, axial coding (Corbin & Strauss, 2007; Creswell, 2007), or
analytical coding (Merriam, 2002), was used to group the initial set of open codes into
larger units, or categories, which reflected more abstract concepts. During this phase of
data analysis, in vivo codes (descriptors that are derived directly from the language of the
participants; Creswell, 2007) were used to retain the integrity of the participants’
responses. This process was repeated for each of the interview transcripts and was used to
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sort recurring, or new, codes that emerged into broader categories. According to
Creswell’s (2007) recommendation, it is advisable not to develop more than 25-30
categories, regardless of the size of the database, so that the data can then be reduced into
a meaningful and manageable number of themes. Further, Merriam (2002) recommends
that categories be identified according to the following criteria: “categories should be
responsive to the purpose of the research, exhaustive, mutually exclusive, sensitive as
possible to what is in the data, and conceptually congruent” (pp. 185-186). These criteria
were used to guide the identification of categories that were then reduced into themes
relevant to the research questions explored in the current study.
Next, the constant-comparative method (Glaser & Strauss, 1967) was used to
identify larger themes that emerged from the categories extrapolated from the data. The
constant-comparative method required at least the following four steps: a) organizing the
data; b) using the data to generate categories, themes, and/or patterns; c) testing the
emergent propositions against the data; and d) searching for contrary evidence or
alternative explanations of the data (Glaser & Strauss, 1967). This procedure was used to
reduce the number categories into a manageable number of themes related to the research
questions in this study. The third step in the data analysis process—representing the
data—is discussed in a later section entitled, “Findings.”
Ethical Considerations
Generally, qualitative interviewing “lays open the thoughts, feelings, knowledge,
and experience, not only to the interviewer but also the interviewee” (Patton, 2002, p.
405). According to Patton (2002), “The researcher needs to have an ethical framework
for dealing with such issues” (p. 406). All guidelines provided by the USF’s Institutional
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Review Board were followed. Also, Patton’s (2002) Ethical Issues Checklist (p. 408)
was used as a framework for dealing with ethical issues that may arise throughout this
research. Five areas were addressed with the participants:
1. Explaining purpose. All participants were reminded of the purpose and
potential use of the study prior to the interview.
2. Informed consent. All participants received and were asked to sign an Informed
Consent Form (see Apprendix F) prior to the interview process. All participants
were asked for permission to audiotape their responses.
3. Confidentiality. All participants were assigned pseudonyms. No data was
stored on a public server.
4. Data collection boundaries. All participants were told that they could stop the
interview, if they wish, at any time, for any reason.
5. Data access and ownership. All materials related to this project are being kept
in a locked drawer in the researcher’s home office, accessible only by her, and
will be destroyed within two years after the completion of this study (Patton,
2002, p. 409).
Criteria for Judging Quality
In this study, the researcher was interested in gaining thick descriptions from
African American women faculty, in order to illuminate the essence of their lived
experiences, while participating in the McKnight Doctoral Fellowship program. The
researcher was also interested in elucidating the meaning of those experiences in light of
their current faculty roles. In qualitative research, a trustworthy study must be conducted
competently and ethically (Rossman & Rallis, 2003). Trustworthiness is largely used to
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describe quality (Gruba & Lincoln, 1994), verification (Creswell, 2009) and goodness
(Arminio & Hultgren, 2002; Jones, Torres & Arminio, 2006).
Trustworthiness
Guba and Lincoln (1994) used alternative terms to describe trustworthiness in
qualitative research. These terms are parallel to terms used in quantitative research
namely: credibility (paralleling internal validity), transferability (paralleling external
validity), dependability (paralleling reliability), and confirmability (paralleling
objectivity). Arminio and Hultgren (2002) argued that using terms closely associated
with positivistic paradigms “is a kind of aggression against the qualis” (p. 447).
Rossman and Ralis (2003) indicated that “trustworthiness of a qualitative research
project is judged by … competent practice and ethical conduct” (p. 63). Therefore, a
researcher must be diligent in assuring that the research process is administered fairly and
data is presented accurately (Rossman & Ralis, 2003). In this study, Lincoln and Gruba’s
(1995) criteria for establishing trustworthiness namely: credibility, transferability,
dependability and confirmability were used.
Credibility. In a qualitative study, credibility is established during the member
checking process (Creswell, 1998). According to Lincoln and Gruba (1985), this
technique “is the most critical technique for establishing credibility” (p. 314). Member
checks involve the researcher sharing information with the participants in the study and
requesting the input of these participants to verify accuracy (Creswell, 1998; Lincoln &
Gruba, 1985). The following steps were used in this study in order to ensure accurate
member checks: (a) each participant received a copy of her transcribed interview; (b)
each participant was asked to read the transcription, determine its accuracy, and return
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the transcript to the researcher within two-week period; and (c) each participant was
informed of this researcher’s availability to address their questions and make corrections
to the transcripts. The participants were also informed that if the researcher did not hear
from them by the end of the second week time period, the interview transcription was
assumed to be accurate and approved.
An additional avenue that promoted credibility of this study included a pilot
interview. This strategy was employed to ensure that interview questions were clear and
structured and solicited responses that were relevant to the purpose of the study. In
addition, feedback regarding the pilot interview was sought. The interview protocol was
pilot tested with an African American female who is a former McKnight Doctoral Fellow
currently serving as a visiting professor. The pilot interview was conducted in-person
and all aspects of the pilot interview (i.e., question order, interview length, etc.) were
examined consistent with the interviews that were conducted with the study participants.
Transferability. Transferability is achieved through the creation of “[r]ich thick
descriptions” (Creswell, 1998, p. 203). Conversing with MDF alumna about their
program and professoriate experiences allowed for immersion into their world. Thick
descriptions were generated by describing time, location and specific details about the
context/environment. The purpose of this technique was to allow interested researchers
to determine if some of the findings of this study are transferable (Creswell, 1998).
Dependability. Several authors have suggested that the use of an audit trail is
one method to enhance the dependability or reliability of a qualitative research study
(Merriam, 2009; Patton, 2002; Yin, 2009). Merriam (2002) noted that the—audit trail is
dependent upon the researcher keeping a reflective research journal…throughout the
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conduct of the study, [which contains the researcher’s] reflections, questions, and
decisions on the problems, issues, [and] ideas encountered during data collection (p. 27).
To this end, during data collection and analysis, a reflective research journal was utilized
to document the cognitions and decisions that informed the conduct of this study. An
emergent use of the reflective research journal, especially in studies that are situated in
race related theoretical paradigms, is to consciously explicate the researcher’s own
values, presuppositions, decisions, and experiences throughout the data collection and
analysis processes (Ortlipp, 2008). In other words, the goal in using a reflective research
journal is to create an air of transparency regarding the conduct of the study rather than to
attempt to control researcher bias throughout the study, which is virtually impossible in
qualitative research (Ortlipp, 2008). As suggested by Merriam (2002), there were several
specific topics that were explored within the reflective research journal used in this study:
1) a description of how the data was collected, 2) a description of the cognitions and steps
that guided the analysis of the data, and 3) a discussion related to the conclusions derived
from the interpretation of the data.
Another strategy that has been suggested to enhance the reliability, or
dependability, of qualitative findings is conducting peer reviews (Merriam, 2009).
During the data analysis process, a peer review was conducted by one of the researcher’s
colleagues. This colleague earned a doctorate from the University of South Florida
(USF), is a partial McKnight Doctoral Fellow and completed a qualitative dissertation on
the personal and professional experiences of senior student affairs administrators at
predominantly White institutions (PWIs). Therefore, the peer reviewer understood this
researcher’s design, and the experiences of McKnight Doctoral Fellow alumna. Also,
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this colleague looked for different examples and helped evaluate the sense this researcher
made of the interview data. Doing so helped to build support and credibility for the
study.
Confirmability. By tracking the researcher’s interpretations back to the raw data,
and other evidence gathered during the research process, confirmability was established.
In this study, the researcher made use of the audit trail to document interpretations. The
audit trail includes analytic memos, field notes, categories, thematic analysis, and
member checking (Creswell, 2009).
Arminio and Hultgren (2002) posit that in phenomenological research “goodness
is shown in the lived quality of the language and the deeper meaning brought forward by
the researcher in conversation with the text” (p. 453). Jones, Torres, and Arminio (2006)
concur and offer six elements for goodness that set an alternative standard for conducting
research and for judging the quality of inquiry in the qualitative paradigm. The six
elements and their relationship to this study include: (a) epistemology and theory
(constructivism and interpretivism), (b) methodology (phenomenology), (c) methods
(interviews and biographical data), (d) the representation of voice (thick description, and
bracketing), (e) interpretation and presentation (reflection, writing and thematic analysis),
and (f) recommendations (context and implications for practice).
Researcher Bias
According to Rossman and Rallis (2003) “[q]ualitative researchers…reject the
notion that bias can be eliminated, that anyone can be completely disinterested” (p. 51).
However, there are a few limitations concerning data collection and data analysis for this
study. In the data collection process, the researcher conducted in-depth interviews to
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immerse herself in the everyday experiences of the participants (Jones, et al., 2006).
Acting in this role of researcher-as-instrument is a strength of qualitative methodology,
but can also be viewed as a bias or limitation (Jones et al., 2006; Patton, 2002). As the
researcher conducted the inquiry, she used the process known as “bracketing” whereby
she consciously attempted to “set aside all [of her own] prejudgments… to obtain a
picture of the [participants’] experience[s]” (Creswell, 1998, p. 52). The researcher used
a journal, hoping to shed light on her own experiences and to present the unique stories of
the participants.
During the data analysis process, direct quotes were extracted from the
transcriptions to illustrate the structure and meaning of the participants’ experiences. In
addition, other strategies to reduce researcher bias included member checking of
transcript data and using a critical research peer to read and question interrelations and
findings. Finally, as this researcher acknowledges the limitations of this study, she was
encouraged by a quote from Rossman and Rallis (2003) which states: “no studies are
perfect; that findings are tentative and conditional; that knowledge is elusive and
approximate and that our claims should be humble, given the extraordinary complexity of
the social world we want to learn about” (p. 134).
Summary
This study used a phenomenological methodology to explore the lived
experiences of African American women faculty who participated in the McKnight
Doctoral Fellowship program as doctoral students and subsequently transitioned into the
professoriate. The aim of this study was to find out what they experienced, how they
experienced it, and what the experiences meant to MDF alumna with respect to
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components of the MDFP that contributed toward the persistence in and completion of a
doctoral degree and preparedness for a faculty career. Each participant engaged in an indepth interview as the primary source of data collection. As interview and other data
were collected, it underwent data analysis, as rooted in the phenomenological paradigm.
The objective was to find similar patterns and themes. The overall goal was to produce
findings in order to construct a phenomenology about the lived experiences of African
America women faculty who participated in the MDFP as doctoral students and
transitioned into the professoriate.
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CHAPTER FOUR:
FINDINGS
This chapter presents findings from in-depth interviews with seven African
American women faculty who participated in the McKnight Doctoral Fellowship
program (MDFP) as doctoral students within the state of Florida. Thick descriptions of
participants’ lived experiences are used to offer insight into factors that contributed
toward their doctoral degree attainment, prepared them for the professoriate and
contributed toward their professional success in the professoriate. The findings in this
chapter are presented in relation to the three research questions that guided this study:
1.

What were the experiences of MDFP alumna that contributed toward their
persistence in and completion of their doctoral programs?

2.

What were the experiences of MDFP alumna that prepared them for the
professoriate?

3.

What were the experiences of MDFP alumna that contributed toward their
professional success in the professoriate?

In order to provide context for the findings of this study, a brief description of the
academic and professional backgrounds from each of the seven study participants is
presented.
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Participant Profiles
All of the women in this study were African American women who participated
in audio taped semi-structured telephone interviews. All participants were full-time
faculty with six participants have earned doctorates of philosophy and one participant
having earned a doctorate of education. Two of the seven participants are Associate
professors and tenured and the remaining five participants are Assistant professors and
have not earned tenure to date. The earliest year of participation in the McKnight
Doctoral Fellowship program was 1996; the most recent was 2011. Each participant
interviewed was given a pseudonym, as indicated below, in an effort to protect the
anonymity and confidentiality of the participant to the extent possible.
Dr. Cassandra Adams is an Assistant Professor in the Department of Family
Therapy program at a mid-sized predominantly White university in southern Florida. Dr.
Adams earned a Ph.D. in Marriage and Family Therapy from a prominent research
institution in 2011. She received her Master’s degree in 2008 and a Bachelor of Arts
degree in Sociology from a historically Black college in 2005. Her program of research
centers on healthy relationship processes for those most at risk for encountering high
conflict and violent relationships. Her primary interest is in the study of relationships
over the course of emerging adulthood, when intervention may help to counter social and
family risk factors that oftentimes lead to dysfunctional patterns in later adulthood.
Dr. Rhonda Combs is an Assistant Professor in the College of Nursing at a midsized research institution. Dr. Combs earned a Master’s of Science and a Ph.D. in
Nursing from her undergraduate alma mater. Her program of research centers on health
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disparities among ethnic and racial minority populations with a particular emphasis on
adolescents and HIV/AIDS prevention.
Dr. Susan Gulley is an Assistant Professor in the College of Education at a small
research institution in Florida. Dr. Gulley earned a Masters in Higher Education
Leadership from a prominent research institution and an Ed.D. in Curriculum and
Instruction in 2008. Her area of specialization is International and Intercultural
Development Education.
Dr. Barbara Jones received her Ph.D. in Social Work from a large research
institution in the state of Florida and an M.S.W. and B.S. in Business Administration
from a university in the northeast part of the United States. Dr. Jones has conducted
research and published in the areas of teen pregnancy prevention, abstinence education,
foster care and adoption recruitment and retention policy, and welfare reform. Dr. Jones
currently teaches graduate courses in social welfare research and is the coordinator of the
social work research sequence.
Dr. Candice Roberts is Assistant Professor of Conflict Analysis & Resolution and
Sociology at a university in the southern part of Florida. She received a Ph.D. in
Comparative Sociology with concentrations in race and ethnicity, sociolinguistics and
cultural analysis in 2001. She also earned a Master of Arts degree in Linguistics and
Bachelor of Arts degree in Spanish, with a minor in French. Dr. Robert’s research
activities have focused on conflict resolution training, community organization, group
dynamics, poverty alleviation/economic empowerment, diversity training, collaborative
problem-solving and mentoring as viable tools for human resource and community
development.
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Dr. Georgia Samuels is an Associate Professor in the School of Business
Administration at a historically Black university within the state of Florida. She currently
teaches graduate courses in the Masters of Business Administration program.
Dr. Edith Vanderbilt is an Assistant Professor of Applied Research at a mid-sized
institution in Florida. She received her doctorate in counseling in 2005, and is a licensed
marriage and family therapist. Dr. Vanderbilt engages in research on military veterans’
experience of post-deployment/reintegration and on community-based wraparound
models of service delivery.
Table 6 summarizes the biographical data of the seven participants in this study.
Persistence in and Completion of Doctoral Degrees
This study sought to learn about the experiences of MDFP alumna that
contributed toward their persistence in and completion of doctoral degrees. A compelling
interest was to ascertain what McKnight factors aided in their matriculation through
graduate school. To that extent, the first research question asked, What were the
experiences of MDFP alumna that contributed toward their persistence in and
completion of their doctoral degrees?
The three themes that emerged from the findings are:
1.

Social support of family and McKnight faculty and peers.

2.

Financial support via the MDFP stipend.

3.

Academic support workshops offered by the MDFP.

Social support of family and McKnight faculty and peers. A majority of the
participants indicated that a social support system was crucial to their successful doctoral
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Table 6
Participants’ Biographical Data
Name

Gender &
Ethnicity

Degree &
Discipline

Current Employer

Rank/Title

Tenure
Status

Dr. Adams

Years of
MDFP
Participation
2008 - 2011

Female & African
American

Mid-sized Institution

Assistant

Tenure-track

Dr. Combs

2004 -2008

Tenure-track

2004 – 2008

Mid-sized research
one institution
Small research one
institution

Assistant

Dr. Gulley

Female & African
American
Female & African
American

Assistant

Tenure-track

Dr. Jones

1992 – 1996

Female & African
American

Historically Black
University

Associate

Tenured

Dr. Roberts

1998 - 2001

Female & African
American

Mid-sized Institution

Assistant

Tenure-track

Dr. Samuels

1992 - 1996

Tenured

2003 - 2005

Historically Black
University
Mid-sized research
one Institution

Associate

Dr. Vanderbilt

Female & African
American
Female & African
American

Ph.D.
Marriage
& Family
Ph.D.
Nursing
Ed.D.
Curr &
Instruction
Ph.D.
Social
Work
Ph.D.
Conflict
Resolution
Ph.D.
Business
Ph.D.
Applied
Research

Assistant

Tenure-track
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degree completion. Social support was defined as encouragement, assistance, and
advocacy given by spouses, family members, and McKnight faculty and peers. The
participants overwhelmingly stated that these forms of assistance were the guiding force
that aided them during their doctoral programs. These findings corroborate Tinto’s (1993)
position that doctoral persistence is directly related to students’ successful socialization.
For example, in a study regarding doctoral student persistence, Tinto (1993) found that
students earned higher grades and persisted in college longer when they were support by
family, peers and mentors. Family support is critically important when African American
women doctoral students experience challenges during their doctoral programs. Dr.
Samuels vividly recounted a pain-staking personal challenge she was able to overcome
through the love, support and undeniable wisdom of her mother:
Well, you know, I had an issue with the Dean at my university because once I got
to the point where I could just do my independent research, she felt like I should
stay on campus to have these bonds with faculty. Well, you know that wasn’t
happening anyway. So, she didn’t want me to leave, but I had to go home because
my special needs son was back in Richmond and he got really sick. My mother
called and told me I had to come home indefinitely. I wasn’t taking any classes. I
was just doing research. And living in Richmond, with the wealth of stuff that
they have at that State library, I couldn’t have been at a better library. So, at any
rate, I told my mother, “Well, it looks like I have to quit because the Dean won’t
let me come home.” And, my mother said, “she can’t make you stay and if she
threatens you, then you just gonna quit your program? After all that? Are you
really going to let her run you off? She said, “Well, why don’t you make her put
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you out? I mean, she’s making six figures. Can she earn her money? Make her
work for it. My mother made me see right then that if I gave an inch they would
take a mile. McKnight put me in a position to get the Ph.D., but my mother
opened my eyes to the politics and racists attitudes and beliefs of some people.
My mother empowered me and really set kind of the path to let me know what an
African American professor actually looks like, feels like and talks like.
Dr. Combs reflected upon the rigors of her doctoral program and the support she received
from family and McKnight peers and faculty:
You know, taking PhD level with master’s level courses was a challenge for me.
And I think for me, it was more challenging to try to do the 20 teaching hours as
well because students are demanding, coming into a program, trying to teach them
and keep up with the rigor of the program was a lot. That was a challenge for me.
So, my support system was my parents. They are Floridians so going home or
having them close where they were like two hours away was helpful. Um, once I
became a McKnight that was extremely helpful. Having that social support was
great.
Similarly, Dr. Roberts distinctly described why relying upon a support network
was critically important to her and aided in absolving feelings of isolation. Family was an
important sanctuary for Dr. Roberts as it provided a place of renewal, an oasis:
The most important thing in graduate school is being able to rely upon your
support network. That was important to me and although I was advised to make
my studies a priority, I made sure that I maintained relationships and had quality
time with my family, with my husband and my daughter, you know, my extended
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network from church or from, you know, friends you have. That’s really
important because when you get into the heat of it, and you really have to focus
on your studies and your dissertation, it can get lonely and you can feel isolated,
like no one understands what you are going through. It is always good to know
that you can poke your head out of the room and be able to have the support
needed to continue with the process.
In addition to the social support received from family, Dr. Combs also explained
that African American women face many challenges in graduate school. However, the
tremendous social support provided by MDFP faculty has undergirded many fellows
during the relentless doctoral process. Dr. Combs recounted the anguish of another
fellow who desperately needed help completing her doctoral program and MDFP
faculty’s response to the cry for help:
I remember being at one of the biannual meetings and it was heartbreaking
because this girl was going through so much. I couldn’t imagine because I wasn’t
going through that much. I know everyone has challenges, but she had like issues,
and she was crying, and she just—it was in front of a whole big crowd of people.
And hearing her story just gave me the chills because no one should ever have to
go through what she was sharing with the group. This poor girl was bearing her
soul. And, I remember McKnight faculty were like, “We’re going to get you
through.” And I just felt like that’s how they feel about anybody who’s a
McKnight fellow. You know, there is a brotherhood and sisterhood that, you
know, they just want to see you do well and they know as minorities we face a lot
of challenges.
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Moreover, Dr. Jones passionately shared these comments in regards to the
immense social support she received from McKnight Doctoral Fellow peers and faculty.
As Dr. Jones called her MDFP peers by name, it was evident that these MDFP fellows
were her lifeline during the doctoral process:
It was the mentorship and camaraderie of the McKnight program that helped me
survive. I needed those support things in place. I needed to be able to pick up the
phone and call the program administrator any time I needed him. And I was able
to call him and my cohort members. I was able to call Hiram Powell, Deborah
Brunson, um, Michelle Chappell. All of these folks, were you know, we were all
together no matter what year we came in. I could call on my McKnight folks.
That helped me a lot. I would not probably have been able to survive had it not
been for that part of the McKnight program.
Similarly, Dr. Samuels keenly remembered and credited her McKnight peers and
the program operations as the major source of her undying support during graduate
school:
Ninety-five percent of my success as a doctoral student was related to the support
I received from the McKnight. Because, you see, even when you got back on
campus, you had the MDF—I mean, you had all your MDF colleagues on campus
with you. That was a powerful organization in and of itself. And, McKnight
sponsored receptions on campus, so that helped me meet other faculty and
colleagues who were like minded. So, at the end of the day, you didn’t have that
isolation that I know is out there. Georgetown was very isolating because here
again, I am a transit student in the first place. I’m older than everybody else in the

106

class, number two, and you know, I just wasn’t the traditional student. McKnight
helped me stay in the fight.
Likewise, Dr. Vanderbilt heavily relied upon her McKnight peers to provide
social support at a time when she felt very isolated and marginalized:
There were not a lot of Black kids at my school, and so the social support
received from McKnight was crucial. I did not have a lot of friends at school, so
going to those biannual meetings and meeting up with other persons of color who
were going through the same thing I was provided a great deal of comfort and
support. We kept in contact with each other throughout the year.
Financial support via the McKnight stipend. In previous chapters, the
literature on financial support and its relevance to socializing African American students
for successful academic careers was reviewed. Additionally, a discussion on finances
was presented as a critical component of faculty preparation programs for minority
students and the impact such funding has on doctoral persistence and completion. Data
from the participant interviews indicated that receiving the McKnight stipend was
fundamental to their success in graduate school.
During conversations with Dr. Jones, she emphatically declared how the cash
stipend alleviated a financial burden and allowed her to concentrate solely upon her
doctoral program:
You know, receipt of McKnight funding was fundamental to my success. You
know what I mean. Not having to worry about loans and grants and, you know,
those kinds of things to get me through school. And back then, McKnight also
paid for part of our healthcare and provided us with a book voucher. Not having
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to worry about financial issues allowed me to remain focused on the rigors of my
program.
Dr. Roberts also reflected upon how the McKnight stipend provided her the
opportunity to focus on her studies without sacrificing important and meaningful
extracurricular activities:
You know, prior to entering graduate school I was attempting to balance a lot. I
had a young family and I wanted to spend time with my husband, and my
daughter, and plus I had tons of extracurricular stuff I was doing with church and
with the community, and so I just couldn’t fit that all in. It just seemed like I, you
know, it was just too much. So, you know, so that made me consider going full
time as a graduate student and fortunately, the doctoral fellowship I received from
McKnight assisted in that. And so, I was able to do a lot better in terms of
focusing my attention on my studies and still be able to have time to
do these activities and other community stuff.
Similarly, Dr. Samuels joyously expressed how receiving the McKnight stipend
served as a spiritual blessing and impacted her life:
The McKnight fellowship gave me the financial freedom to pursue my doctorate
unhindered. I never told other students about it because they got really jealous,
you know. I didn’t have to teach. They had to teach in order to sustain
themselves. The McKnight fellowship was a tremendous blessing for me. I didn’t
have to do one blessed thing but go to school. Lord, have mercy!
Academic support workshops offered by the MDFP. Substantial social and
financial support along with academic support are the cornerstones of the McKnight
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Doctoral Fellowship Program (MDFP). In addition to the financial stipend, the MDFP
provides a structured, highly integrated academic support program. The most salient
ingredients of the academic program are: 1) New Fellow Orientation where faculty
identify and explain best practices for completing Ph.D. programs, 2) Workshops which
demonstrate the correlation between graduate courses, comprehensive exams, and
dissertation research, 3) Workshops which prepare fellows for comprehensive exams and
dissertation writing and presenting, and 4) Workshops which detail the intricacies of the
publication process. The literature revealed that students are more successful in
completing their doctorates if they engage in academic support programs throughout their
graduate studies (Clague, 1990; Tinto, 1993; Norton, 2000; Pascarelli & Terenzini,
2005). Participants in this study expressed that the McKnight Doctoral Fellowship
program played a key role in demystifying the process and providing a clear path to
succeed in graduate school.
The McKnight program exposed Dr. Adams to the stark realities of graduate
school and provided her with a competitive advantage, which accelerated her
matriculation through the doctoral program:
I learned so much from the McKnight program. I mean from the very first
orientation, my eyes were opened to what I was about to pursue. And I feel like I
gained tricks of the trade even before I started the program and I know that is
what set me apart. And to be honest, out of my cohort, I was the first person to
graduate and I finished the program very quickly. I finished my program in three
years, which for most, the average time of completion for my program is five to
six years. And I just know it was because of the strategies that McKnight taught
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me. The biggest thing for me was the writing institute. It just really helped me
solidify my topic and it walked me through every part of the dissertation. I
learned how to form research questions and conduct literature reviews. That, to
me, is the entire doctoral process. And, also being able to have access to faculty
members of other institutions and network with other McKnight fellows was
huge.
Similarly, Dr. Rice appreciated how the MDFP helped her to build the skills
necessary to succeed in her doctoral program:
The McKnight program helped me with dissertation preparation and conducting
conference presentations. I learned the skills needed to present to a science
audience or even people who aren’t in my field. McKnight connected me with
people in my discipline and provided opportunities for me to collaborate with
them in the future.
Dr. Vanderbilt remembered the meetings as a positive force in her life. She
cherished the academic support received from the MDFP:
…I mean there is a lot of academic support that you get when you go to the
meetings. This is what made graduate school easy. If I needed help with anything,
it was there. Somebody was there to tell me, “Here’s what you need to do.” And
that’s where I got most of my academic support from. I mean, I didn’t really get
anything at school. My professors weren’t very helpful in graduate school.
Summary
The participants in this study indicated that social support received from family
and McKnight faculty were the prominent experiences that contributed toward their
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persistence in and completion of their doctoral programs. The ongoing, positive
interaction between family (i.e., parents, spouses and children) and the social support
received from McKnight faculty and peers created a warm nurturing learning
environment and helped to lighten a sometimes heavy load. The development and
strengthening of these relationships resulted in sustained friendships and mutually
supportive relationships with McKnight faculty, which served as an important dimension
to the MDFP alumna persisting in school and graduating from their respective programs.
The responses of MDFP alumna underscore the significance of strong support systems
while pursuing and completing doctoral programs.
Participants also noted that receipt of the MDFP stipend served as a fundamental
resource which allowed them to persist in and complete their doctoral studies.
Specifically, receipt of the MDFP stipend granted MDFP alumna the opportunity to focus
solely on their doctoral studies. Additionally, participants revealed that the financial
stipend created an avenue for MDFP alumna to participate in other important and
meaningful extracurricular activities without sacrificing their level of commitment to
their doctoral programs.
Finally, participants stated that academic support was crucial to their successful
doctoral degree completion. The participants noted that having the opportunity to study,
conduct research, present in teams and interact intellectually with McKnight faculty and
peers was exhilarating and inspired them to continue on their journey.
Discussed next are findings for the second research question, which includes the
lived experiences of MDFP alumna that prepared them for the professoriate. Table 7
summarizes themes and categories related to research question one.
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Table 7
Themes and Categories Related to Research Question One (by frequency)
Theme #1 – Social
Support
Spouses, Parents,
McKnight Faculty & Peers

Theme # 2 – Financial
Support
McKnight Stipend

Dr. Adams

---

X

---

Dr. Combs

X

X

X

Dr. Gulley

---

---

X

Dr. Jones

X

X

---

Dr. Roberts

X

X

X

Dr. Samuels

X

X

X

Dr. Vanderbilt

X

---

---

CATEGORIES

Theme #3 – Academic
Support
Qualifying Exam Preparation
& Dissertation Preparation

Participant

Note: n=7; X = occurrence of category in participant‘s responses; --- = no occurrence of category in participant’s responses.

112

Preparation for the Professoriate
The second research question asked, What were the experiences of MDFP alumna
that prepared them for the professoriate? This question explored the extent and ways in
which participants believed their MDFP experiences prepared them for faculty careers.
Two themes emerged and were classified as:
1.

Professional development workshops offered by the MDFP.

2.

Advice and guidance from McKnight faculty.

Professional development workshops offered by the MDFP. One of the
primary objectives of the MDFP is to help doctoral fellows not only earn their Ph.D.
degree, but also secure a tenure track appointment and earn promotion and tenure in
colleges and universities. A majority of the participants shared their MDFP experiences
in relation to preparation for the professoriate. Dr. Adams was asked, “In what ways do
you think the MDFP prepared you or did not prepare you for the realities of the
professoriate?” Forthright in her response, Dr. Adams stated:
I feel like the MDFP gave you pretty explicit information about what awaits you
in the professoriate. They were emphatically clear—publishing and obtaining
grant money is your focus and priority. I remember one presentation on this that
was very good because the speaker was the President of a predominantly White
institution and he was very honest about research one universities expecting
faculty to publish and raise money for their perspective programs.
Dr. Roberts provided a multifaceted perspective regarding how the MDFP
prepared her to serve in the professoriate. She fondly reminisced on the importance of the
professional development workshops and how they impacted her life:
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All of the McKnight conferences and workshops left a positive imprint on my life.
I appreciated the cultural heritage sessions, you know, and the speakers who
talked about African studies and the roots of, like moving from Africa to the
Diaspora, and the contributions of people of African descent throughout history. I
loved those talks. You know, like they had people like Asa Hilliard talk about
things like that. And I also loved the research presentations by various Ph.Ds.
Either doctoral candidates or alumni would share their research with us. I loved
the professional development aspects of the conferences where you were
encouraged to look at the state of academia and how to get published and
tenured. I really liked those sessions. I liked the spotlighting of speakers

that

were known writers or academicians or who had accomplished certain things. I
liked

that. I liked the policy issues as it pertained to higher education. You

know, looking at various policy issues and how they affected the matriculation of
people of color within academia. I thought it was important for us to understand
the dynamics of that and how we could contribute. So, there was a mix of all of
this, right? And, over the years, as you go, you get a little bit of everything to
prepare you to become a professor, right? So I really liked that.
A more recent graduate of the MDFP, Dr. Gulley, was able to share how focused
the MDFP has become in preparing the fellows for the professoriate:
The MDFP was a tremendous help to me, especially in preparing me for the
professoriate. I think they have identified the need to help us transition well into
our professional careers and thus, some of the workshops are now specifically
geared toward post-doc and entry level academic positions. I think it was last year
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they had a workshop that focused on how graduate education creates the pathways
to tenure track appointments or it was something like that. I can’t recall the
specific name, but it centered around that theme. If I recall correctly, Dr.
Morehouse assembled a panel of several McKnight graduates who had overcome
the challenges of securing tenure track positions and they discussed how their
graduate education, research, teaching and other professional experiences helped
them secure their faculty positions at various institutions. They talked about how
and what to publish, especially before earning the Ph.D. They told us how to
package ourselves for the job market and interview. They even went about
sharing how to conduct a job search and the importance of networking. I thought
to myself, this is very practical. I was able to extrapolate from their experiences
how to achieve my professional goal of teaching in the academy. When I left the
workshop, there was no doubt in my mind as to the steps I needed to take to
become a professor.
Advice and guidance from McKnight faculty and alumni. During the
interviews, an overwhelming majority of the participants made connections regarding
their preparation for the professorate to advice and guidance provided by the McKnight
faculty. The advice and guidance from McKnight faculty was extended during the
professional workshops.
In the next paragraph, Dr. Adams describes the impact the program administrator
had on preparing the fellows for the professoriate:
Our program administrator had a tremendous influence on preparing us for the
professorship. He placed a lot of emphasis on developing ourselves—yes,
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understanding what you bring or contribute as an African American because there
was a lack of matriculation of African Americans in the PhD programs. He
talked about the need for us to be able to fill in the gap and contribute to academia
and be a voice for underrepresented minorities.
Similarly, Dr. Samuels shared her thoughts on how the MDFP program
administrator assembled faculty members to provide advice on how to maneuver the
“political minefields” of academia:
We had the opportunity to hear from faculty and alumni who had already been
there, had negotiated it, and come out on the other side. You know, the politics of
academia. I think the politics are everywhere—predominantly White institutions
as well as HBCUs. Because once you get into these departments, if you—if you
make an enemy, for whatever reason, and you will—it just affects you. That
ripples all the way through the whole school. Now you don’t know where stuff is
coming from. And, it’s not coming from the person you had the words with or the
philosophical difference with. It is coming from a friend of their friend of their
friend’s friend [laughs]. You know, you don’t know why these things are
happening to you, until way down the road. McKnight taught us to deal with
these political minefields.
Dr. Vanderbilt also shared her thoughts regarding how McKnight faculty
encouraged the fellows to understand the importance of being professional:
McKnight prepared us for the professoriate by having people who had already
gone through the pipeline come and talk to us. I think they were very honest and
open about talking about things we were going to face, things we would be
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experiencing. So, I think having the professors and alumni that encountered these
challenges come back and talk to us about these things really helped.
I further delved into this line of questioning by asking Dr. Vanderbilt, “what specific
advice or guidance did MDFP alumni share with the fellows with respect to a future
career in academia?” Dr. Vanderbilt expounded upon her answer by stating:
Well, you know, we are living in a world where everything is not equal, but, you
know, I think they made us see that more than anybody else we had to be more
ethical, more moral. We had to do everything the right way because we’re not
going to get any handouts—things given to us. They stressed that we really
needed to be professional. Uh, we needed to think about publishing. We needed
to do things in order to be in this position. We needed to shine more because
there’s so few of us in those positions. And—and again, I don’t think the
message was that it was prejudice, but the message was that there’s a minority of
us in those positions and that we needed to really shine and represent in the most
moral and ethical way.
Summary
In summary, the participants were explicit in detailing the positive influence and
impact the MDFP workshops and faculty had on preparing them for the professoriate.
The participants noted directly that preparation for the professoriate would not have been
possible without the professional development workshops and guidance from MDFP
alumni who had already navigated the chilly climates at their respective institutions.
Specifically, advising the MDFP alumna to focus on research, publishing, obtaining
grants and other professional opportunities prepared some and will prepare the other
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participants for tenure track positions. Lessons passed on from MDFP faculty and alumni
revealed to MDFP alumna how to successfully surpass challenges and prepare for the
professoriate.
Additionally, for MDFP alumna, being prepared for the professoriate, meant
being as prepared as possible in anything they did in order to perform at the highest level.
They clarified that they will have to perform in a superior manner all the time in order to
shine because there are so few African American women in the professoriate. This
preparation will also be necessary in order to take advantage of any opportunities they
can either develop, or seize upon if presented. Table 8 below summarizes themes and
categories related to research question two.
Experiences that Contributed Toward Professional Success
The third and final research question for this study was, What were the
experiences of McKnight Doctoral Fellow program alumna that contributed toward their
professional success in the professoriate? The purpose of the final research question was
to explore the experiences of McKnight Doctoral Fellow alumna as it relates to their
professional success in the academy. According to Samuels (2000), professional success
is a subjective term derived from one’s own career orientation relative to that of others,
notably, one’s colleagues. To that extent, participants were asked to discuss their
perspectives regarding professional success in an attempt to expedite the identification
and conceptualization of themes present in the data. Surprisingly, only a few participants
recalled specific ways that the MDFP directly contributed toward their professional
success in the professoriate. The participants’ responses were varied with respect to this
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Table 8
Themes and Categories Related to Research Question Two (by frequency)
Theme #1 –
Professional Development Workshops
CATEGORIES

Publication process, Tenure Track
Appointments & Tenure and Promotion
process

Theme #2 –
Guidance from
McKnight Faculty
Navigating the politics of academia,
professionalism, and making a contribution to the
academy

Participant
Dr. Adams

X

Dr. Combs

X

X

Dr. Gulley

X

X

Dr. Jones

X

X

Dr. Roberts

X

X

Dr. Samuels

---

X

Dr. Vanderbilt

X

X

Note: n=7; X = occurrence of category in participant‘s responses; --- = no occurrence of category in participant’s responses.
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research question. The four themes that emerged from the data are as follows:
1.

Informal mentoring via McKnight faculty and alumni.

2.

Formal mentoring via colleagues.

3.

The skills of independence and self-reliance.

4.

Micro- and Macro-Aggressions.
Participant’s definition of professional success. Most of the participant’s

described professional success in terms of the relevance and utility of their academic
work, contributions to the literature and mentoring and teaching students. Dr. Adams
noted:
Well, the definition I have for professional success would be one being able
to make an impact in their respective field. I am in the field of marriage and
family therapy, so I have direct exposure to clients and trainees who are learning
how to best serve clients, so I think having an impact. I always tell my students
that I want what we are doing to have relevance. And, I think being able to
mentor students is definitely a component for success.
Dr. Combs openly discussed her disdain for researchers that produce work simply
as a stepping stone to progress in their careers. The passion, purpose and personal
connection Dr. Combs has to her discipline area and research agenda were apparent as
she explained her definition of professional success:
For now, I think my success would be doing my research and actually making it
applicable to the community that I am most interested in. What I found,
particularly since I do research in our community, in African American
communities, is that—and I'm just going to be very frank about it, is that you

120

know, that's where the grant money is. If you are doing health disparities, or any
minority health, because unfortunately we have all of the issues, we have higher
rates in them—in many of the illnesses and disease processes. So, that is where
the money is. So, sometimes I feel and maybe it is just like a personal thing, I feel
like African American communities are sometimes used just to get the grant, or
whatever. And it is not—it's just—you're getting your grant, you're going to
publish, but who's reading it? Not us, not people I know who you are talking
about. They are not reading publications. So I want to make it where it is more
translational to the population, where it can be applicable to them and be used by
them. And right now, I am focusing on African American women, probably
eventually men, in college settings. And, I am also doing HBCU research,
Historical Black Colleges and Universities. And so, when I did focus groups with
them, one of the things that I talked to them about was that I really want to make
sure that my research is something they can use and where I can be a
representative for them because I feel like I can relate because I am not that much
older than them. So, it's kind of personal. So for me, ultimate success would be
to actually have research done on the population that I am interested in that can be
used by them, and not just published in a journal.
As the participants were probed regarding professional success, Dr. Jones
explained that, for her, personal success is centered on professionalism, core personal
values and spiritual underpinnings:
I think professional success is the degree of professionalism that one brings to the
table in the professoriate. I think that we all must always maintain our
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professionalism in the professoriate. So, part of professionalism to me is treating
people like you want to be treated. Stand on principle issues—that’s what
professionalism is about. And take up the causes for those things that one is
passionate about. But it doesn’t have to be everything. Choose your battles well.
One thing that I have always known about professionalism is that I will not be
able to change people. I can only change the way I respond to things and try to
maintain my professionalism. Make sense? I think it is also about being honest
and having integrity. A piece of that success is being able to motivate, inspire and
empower and mentor others who will come after you. You have an obligation to
give back—to help those who are still in the pipeline. It is not enough to say I’ve
got mine and move on. There has to be a willingness to help those who are
coming behind you and that comes from an inner knowing that this thing is bigger
than you. Your calling and

your purpose is to affect change in the lives of your

students, colleagues and community. God did not give you this gift for it to be
wasted on yourself. There has to be a level of maturity to know that I am in a
position of authority and influence to affect change in the lives of others. That’s
what it is about—nothing more and nothing less.
Similarly, Dr. Roberts revealed that being student centered and having a sense of
community has always been her focus:
You know, to be able to publish, but you know, interestingly enough, for me, it
always has been about being able to teach and provide quality education for the
students that I work with, right? I have always focused on the teaching aspect and
making sure that students were well taken care of. And so, for me, the definition
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of success as a professor is being able to teach, but also to contribute to the
community, and you know, being able to do practice oriented work and contribute
to community.
Interestingly, Dr. Samuels described professional success in terms of having
control over her research agenda and being able to maintain a commitment to using her
research to benefit the community. Dr. Samuels’ comments were full of pride as she
explained how she has embraced a multi-foci approach in constructing her research
agenda to accomplish this task:
The research I do for the university and for tenure and stuff like that is separate
from the research I do for myself and for the community, which I would not have
ever been able to have the gall to do without the Ph.D.. So, for me, I always tell
people that I am a scholar who comes in through the back door. I really didn’t
come in the limo [laughs]. I am coming in the back with the help because the
kind of research that I am doing is the kind of research that people don’t really
want to talk about and yet, it is just kind of sitting

there. I know the type of

research I conduct makes the dominant group nervous, uncomfortable and
challenges the status quo. But, that is what is needed. And, the Ph.D. has given
me an opportunity to get files and papers and whatever in order to get that done.
And so, for me, that has been the professional success that I have been able to use
this to not just work with the students, but also do the kind of research that needs
to be done in order for us to have a better feel for who we all are here in America.
Informal mentoring via McKnight faculty and alumni. McKnight Doctoral
Fellow alumna described their experiences of being mentored in various ways. Some
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described a more informal mentoring process through McKnight faculty and others gave
credit to faculty mentors outside of the MDFP. Irrespective of the mechanism for
mentoring, all of the participants deemed these relationships invaluable and critical to
their success in the professoriate. Dr. Adams commented:
Well, I would say that I do not think I can disconnect my experience as a
McKnight fellow from even landing, even getting my job—just because I learned
so many things from my McKnight. We did not have formal mentors, but there
were people we could contact regarding issues you face as new professor. I
learned so many things, nuances to be aware of when you’re applying and when
you meet with members of the search committee. And then I think not only
getting the job but just being respected amongst my colleagues. Uh, not only am I
African-American, we have one other faculty member of color out of 11, but I am
a woman and relatively young compared to my colleagues. I mean there is at
least a 25 year age gap between me and the second to youngest person. So, with
all of that I am respected because I bring something with my voice to our faculty
meetings and contribute toward the direction of the program. I think McKnight
faculty grooming me in this way has definitely helped me with that. Being able to
even understand the various components or what success looks like across
different aspects of being a faculty member.
Similarly, Dr. Gulley attributes her success in the professoriate to McKnight
faculty who shared the unwritten rules of the profession:
I am junior faculty, so the things that are most relevant to me are what started to
surface from MDF. So, at this point in my life, it is how to move on and move up
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in your department. And so, the strategies that McKnight faculty or alumni share
with me—like getting published, obtaining grants, being social and visible in your
department—they have helped me be successful. Additionally, being active, but
not too active because you need to be promoted and you cannot take on too many
things. So, those small tips that people and in my case, McKnight faculty, have to
tell you that aren’t necessarily explicit or written have aided me tremendously.
Formal mentoring via campus colleagues. In contrast, some MDFP alumna
directly contributed components of their professional success to mentorship outside of the
MDFP. For Dr. Combs, being mentored in a formal capacity by a White senior faculty
member and administrator has surpassed her expectations. As Dr. Combs recounted her
personal experience, it was evident that she understood the uniqueness of her experience
and was immensely grateful to have had this opportunity:
In my department, leadership has changed since I was a student and now I’m
faculty. We have a new dean and she has been there about two years. And really
that is the only reason I came on as faculty there because I would not have
otherwise. But, she is in my area of interest and she agreed to be my mentor. So,
I did a post-doc in public health and then it just kind of lined up right when I was
at a crossroad. I had to make a decision if I wanted to come into an academic
setting and actually be a professor or if I just wanted to practice as a nurse
practitioner and do research on the side. And my dean came in and was like, “I
want to mentor you.” She only took on one junior faculty because, of course,
she’s the dean and has administrative roles to fulfill. When I came in God blessed
me with 50 percent research because my dean is very research focused and she’s
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my mentor and she knew. So she bought me off of two years for 50 percent of
research so that I could build my CV with a grant proposal. That was very helpful.
She has been very upfront and honest with me about not overloading my plate and
I thank God for that. She really wants to see me build a career and advance. You
don’t get too many opportunities like that where someone handpicks you and
says, “Hey, you know, I am going to lead you down this road.”
Similarly, Dr. Adams recognized the value in being mentored by a faculty
member at her institution. She attributed her success to an African American faculty
member who has gone above and beyond the call of duty:
There are two faculty of color in my department out of 11, but the other faculty of
color has really extended herself as a mentor and she has a wonderful reputation,
not only at our university, but internationally. She has taken me under her wing
and helped to guide me as far as connecting my passion and my goals
professionally with really how to get there and make that happen here. And then,
a lot of faculty members of color across colleges are very supportive of one
another and make an effort to help new faculty members at our institution.
The skills of independence and self-reliance. At the heart of all the stories
shared by the participants, they talk about their own individual abilities, their will to
succeed and their ability to navigate a world that due to segregation and the ever-present,
all-covering film of race was alien and sometimes hostile. To that extent, some
participants developed a unique set of survival skills—independence and self-reliance—
needed to navigate often alien and sometimes chilly academic environments in order to
be successful in the professoriate.
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During our dialogue, I discovered that Dr. Jones was very in tune with her
previous academic environment because she was able to read her surroundings and
anticipate what was needed to survive. Dr. Jones was very candid in sharing her personal
story of self-reliance, determination and perseverance as it relates to succeeding in the
professoriate:
I believe that in my case, because I had been a graduate student at the university
that hired me, my colleagues assumed that I did not need mentoring because I
knew the system. While I had experience as a teaching assistant and an adjunct
professor, this assumption was inaccurate. I needed mentoring because as a junior
scholar who had never held a full-time faculty position, I knew very little about
the academy and the “politics” involved. Therefore, my previous experiences
could not inform me in my
new role as a tenure-track faculty member. I cannot recall a single incident where
someone offered to “formally” mentor me as a junior faculty member, so I had to develop
alternative strategies to determine how things worked. I established a good relationship
with the department secretary, who seemed to know more than most people in my
department. I asked my colleagues questions that sometimes got answers and other times
did not. I was courteous, friendly, focused and attended all the social functions in my
department; however, I still felt a sense of isolation. My former dissertation director, who
was now my department chairperson, mentioned on one occasion that I should publish
from my dissertation. I began to pave the way to do that, but still without any formal
direction. How was I supposed to publish from my dissertation without any guidance or
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support system in place? I had to rely upon myself and build a bridge where there was no
blueprint.
Similarly, Dr. Vanderbilt, confirmed that in some academic settings,
independence and self-reliance are critical for African American women to succeed in the
professoriate. The following is an excerpt from the participant interview which
highlights this theme:
Interviewer: If applicable, in what ways has your department or university
assisted in your professional success as an African American woman?
Interviewee: I would say zero.
Interviewer: Okay, and in what ways have other faculty, whether they are persons
of color or not, assisted in your professional success as an African American
woman?
Interviewee: I would say not really.
Interviewer: Does your university have a junior faculty mentoring program?
Interviewee: No.
Interviewer: Okay, so based upon your responses, how were you successful in
getting promoted?
Interviewee: I think I was kind of left on my own. I give a lot of credit to the
McKnight fellow that helped get me into the program. But, I also think it—it was
just on my own figuring out these things, you know? There are still traces of—
what’s it called, misogyny? It’s in all these institutions and so you have to really,
uh, let people know that you’re—you’re here to get the business done and that
you’re confident enough to do it. You have to be confident enough to know that
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you have a voice and you need to use it. You know, I now feel like I have a
mission with new African American faculty. When I see a new fellow or
McKnight person apply at my university, I get involved. I try to get them hired
and if they are hired, I try to show them the ropes. I have a responsibility to do
this. Who else is going to look out for them? McKnight taught us to be loyal.
There’s a sense of loyalty to the up and coming African American professors.
There’s this sense that you have to give back.
Micro– and macro-aggressions. Another theme that arose relative to
professional success in the professoriate was that of racialized and gendered micro- and
macro-aggressions. Sue, Capodilupo, Torino, Bucceri, Holder, Nadal, & Esquilin, (2007)
defined racial micro-aggressions as “commonplace verbal or behavioral indignities,
whether intentional or unintentional, which communicate hostile, derogatory, or negative
racial slights and insults” (p. 278). However, these aggressions can also be on a macro
scale or “large-scale, systems-related stressors that are widespread, sometimes becoming
highly publicized, race-related, traumatic events” (Smith, Allen, & Danley, 2007, p. 554).
The women in this study shared a number of racialized and gendered micro- and macroaggressions in their experiences. Sometimes the aggressions are as blatant as Dr. Jones’
story:
I went through a lot as an assistant professor trying to get promoted and gain
tenure. The prejudice was relentless. To have your colleagues publish and work
together, to have them try to take your grant money from you—but I’ll tell you
one of the secretaries called me at home and said, “they are getting ready to take
your grant dollars and put their name on the transmittal form. You didn’t hear
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this from me, but enough is enough.” And the good Lord sent me that angel. The
next morning I went in with my own transmittal form. That grant was worth
$250,000, but yet you were going to put your name on the transmittal form? I go
out and do all the work, but ya’ll control the dollars? I was a young assistant
professor that did not have a clue. I watched my former major professor write a
diversity textbook. She knew that I was an expert in that field, but never asked me
to write a chapter. As I observed other junior and senior faculty writing articles
together, authoring grants together and cheering each other on, I wondered how I
would ever become a part of their world. Was this discrimination? Did they feel
threatened by my presence? Was I not good enough? I felt like an interloper—like
I didn’t belong. I’ve endured a lot of challenges in order to survive and be
successful. I could go on and on.
At this point in the conversation, I asked Dr. Jones to elaborate on her experiences
because her voice emoted hurt, frustration, and disappointment with the academy. Dr.
Jones further testified:
I went up for tenure in the beginning of my fifth year. In that four year period, I
had published seven or eight refereed articles, authored four book chapters, coauthored four technical reports and secured more than $650,000 in grant monies.
They were running me from one city to another city—a bout 2 hours each way to
teach a course. I did this for four years. I did everything I was asked to do and
then some and it still wasn’t enough. When my chair wrote up my tenure papers, I
received glowing remarks in community service and teaching. And the only thing
she could say about my research—barely mentioned my sponsored research….I
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had to make her put that in there. Was that the journal articles that I’d published
in weren’t Tier 1 journal articles. That cut me like a knife cutting me in half
because my work was in interdisciplinary journals, which are much harder to get
into than other journals.
Often times these aggressions are subtler. Dr. Samuels said:
…I want to talk about why I have this gut feeling that you don’t like me. And if
me being a woman of color bothers you then that’s not my problem because my
color isn’t going anywhere. But you can feel it from folks. Or, because I happen
to be an expert in my area, but the way that you’ve been thinking is I shouldn’t be
an expert or how did I get so smart because all your life you believed that people
of color are dumb—don’t treat me like that. Those are the kind of covert attitudes
that permeate the professoriate.
Through discussions with Dr. Combs, she was able to identify and verbalize
vicarious examples of racial and gender micro-aggressions that were encounters for other
professors of color:
I don’t think I see the gender issue because I’m in nursing and it’s primarily
women. So, it’s not that much of a deal for me. Um, so it’s more color than it is
gender issues. Um, but in working with my mentor, she’s a co-mentor of mine,
and she’s a Latina in a male dominated field and has experienced a lot of sexism.
She says stand up to people. And so, one of the things she always says is, “Don’t
let them take credit for your ideas.” We were in a meeting and somebody tried to
say something she had just said and she’s like, “I just said that.” And I was like,
“uh”. She’s like “no.” When we got alone, she’s like, “Hm-mmm, don’t do that.
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You know, you have to be assertive, but you know, in a professional way.” So, I
think African Americans and Latinas, um, you know it’s almost like we always
stand out in a room. But as a female, that’s not an issue for me in nursing. It’s
more color.
Dr. Combs further expounded on and shared her disdain for racial microaggressions that she personally experienced and are commonplace experiences for
African American women faculty:
I would also say another issue is that I feel like sometimes in my department, you
can’t really feel comfortable congregating with people of color, because there’s
always like, “What are they plotting,” or this and that. I don’t, I don’t like that. I
feel like you know, White women in my department always congregate. They’re
always together. You can tell who they hang out with, but they’re—they don’t
have that in the back of their mind, “Oh, I can’t congregate.” One of the African
American women faculty in my department is about to go up for tenure and she’s
always like, “Well, we can’t sit by each other in meetings,” or this and that. But I
feel like that’s a challenge because I guess we are always wondering if someone’s
looking at us specifically or thinking we’re—you

know? That’s been a big

challenge for me because I just don’t think that way. But, you know, she’s been
in the department longer, so I guess she knows the dynamics a little bit more than
I do. So, those are some of the challenges and I think it’s kind of internal for
African Americans in general, you know. We always kind of know that there’s
that stigma and that prejudices are there and you have it in the back of your mind.
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And, you wonder sometimes when you’re not treated fairly, or something
happens—if that’s why it’s happening .
Summary
In summary, participants discussed how informal mentoring relationships with
McKnight faculty and formal mentoring relationships with colleagues on campus were
and continue to be instrumental in contributing toward their professional success.
Participants noted that their accomplishments would not have been possible without the
attention, mentoring and role modeling that MDFP faculty and colleagues on campus
provided to them. Mentors have prepared participants to succeed in the professoriate by
introducing aspects of the academic culture that can hinder or advance their careers.
Specifically, mentors showed MDFP alumna nuances to be aware of when applying for
academic positions and meeting members of the search committee. Additionally,
mentors have taught MDFP alumna how to negotiate employment contracts and balance
research, teaching and service in order to garner promotion and tenure. To this extent,
participants acknowledged the significant impact that mentoring relationships have upon
African American women in the professoriate.
Additionally, while participants have acknowledged the critical role mentors
played in contributing toward their professional success, this was not the story of all
participants in this study. Unfortunately, some participants were not extended the
opportunity to work with mentors and to that extent, some participants had to develop a
unique set of survival skills—independence and self-reliance—in order to navigate often
alien and sometimes chilly academic environments in order to be successful in the
professoriate.
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Finally, throughout the conversations in this study, there were obvious accounts
of racism and sexism that stood out to the women. The experiences of the MDFP alumna
in this study indicate that racism and sexism is endemic on both an individual and
systemic level. Further, their experiences show that despite one’s hard work and efforts to
be successful in the professoriate, racism and sexism permeates the social, political, and
institutional systems that are supposedly rooted in meritocracy, race and gender
neutrality, and equal opportunity. Table 9 below summarizes themes and categories
related to research question three.
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Table 9
Themes and Categories Related to Research Question Three (by frequency)
Theme #1 –
Informal Mentoring

Theme #2 –
Formal Mentoring

Theme #3 –
Skills of independence & selfreliance
Determination, perseverance
& confidence

Theme #4 –
Micro – and MacroAgressions
Race and gender equality

McKnight faculty
& alumni

Institutional colleagues

Dr. Adams

---

X

---

---

Dr. Combs

X

X

X

X

Dr. Gulley

---

---

---

---

Dr. Jones

X

X

---

---

Dr. Roberts

X

X

X

X

Dr. Samuels

X

X

---

X

Dr. Vanderbilt

X

---

X

X

CATEGORIES
Participant

Note: n=7; X = occurrence of category in participant‘s responses; ― = no occurrence of category in participant‘s responses.
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CHAPTER FIVE:
DISCUSSION AND IMPLICATIONS
The purpose of this study was to explore the lived experiences of African
American women faculty who participated in the McKnight Doctoral Fellowship
program (MDFP) as doctoral students and subsequently entered the professoriate. This
purpose was pursued in an attempt to determine not only what they experienced, but also
how they experienced it, and what the experiences mean to these individuals. Of
particular interest were the lived experiences that contributed toward their persistence in
and completion of doctoral degrees, prepared them for the professoriate and contributed
toward their professional success in the professoriate. Qualitative methodology was used
to explore the experiences of MDFP alumna who are currently serving in the
professoriate.
Method
The exploration of the phenomenon that was the focus of this study (i.e., the lived
experiences of MDFP alumna) proceeded in the following manner. One face-to-face and
six telephonic interviews were conducted with MDFP alumnae who are employed as
faculty at a various types of four-year universities within the State of Florida. The
interviews lasted 75 minutes on average and data from the interviews was coded and
categorized into emergent themes in order to address the research questions. This
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interview data was analyzed using phenomenological procedures outlined by Creswell
(1998).
Research Questions
The reflections from the participants’ experiences addressed the following
research questions:
1. What were the experiences of MDFP alumna that contributed toward their
persistence in and completion of their doctoral programs?
2. What were the experiences of MDFP alumna that prepared them for the
professoriate?
3. What were the experiences of MDFP alumna that contribute toward their
current professional success in the professoriate?
Discussion and Conclusion
The following discussion is intended to summarize and provide conclusions
related to the findings of the study within the context of the literature reviewed in Chapter
Two. In addition, implications for practice relative to African American women doctoral
students, African American women professors, the State of Florida legislature, higher
education institutions and coordinators of the McKnight Doctoral Fellowship program are
presented. Recommendations for further research are also offered.
Research question one. Social support, financial support, and academic support
were the prominent factors that contributed toward their persistence in and completion of
doctoral degrees among the participants in this study. Social support was defined as
encouragement, advocacy, guidance and assistance given by spouses, parents, McKnight
faculty and peers. Financial support was categorized as the McKnight stipend. And,
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academic support was defined as academic workshops that focused on scholarly writing,
preparation for comprehensive exams, dissertation proposals and final defenses,
publishing and grant writing. These are the same types of factors that are found relative to
doctoral student persistence theory (Tinto, 1993).
Social support. Relative to social support, the participants described having
family and McKnight faculty and peers as a factor which aided in their persistence in and
completion of doctoral degrees. According to Tinto’s (1993) socialization theory,
maintaining relationships with family and peers and mentors are often the most salient
factors in the socialization process. The importance of these types of relationships to
newcomers is illuminated throughout the seminal work of Van Maanen (1978) and Van
Maanen and Schein (1979) regarding organizational socialization. These scholars posit,
“Colleagues, superiors, subordinates, clients, and other associates support and guide the
individual in learning the new role. Indeed, they help to interpret the events one
experiences…they provide the individual with a sense of accomplishment and
competence (or failure and incompetence)” (p. 215). Additionally, the formative work of
Tinto (1993) and Weidman, Steinman and Twale (2001), on doctoral student persistence
and socialization, suggests that doctoral persistence is directly related to students’
successful socialization. For example, Tinto (1993) found that students earned higher
grades and persisted in college and doctoral programs longer when they were surrounded
by social support systems (i.e., family, mentor programs, peer study groups, and tutoring
programs). For the participants in this study, familial and McKnight faculty and peer
support were extremely beneficial because participants could discuss their concerns or
frustrations regarding departmental politics or the doctoral process with members of the
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support groups. McKnight faculty were able to motivate, encourage and empower the
participants. Moreover, support from family and McKnight faculty and peers created a
warm climate where participants were able to engage in the doctoral process and endure
challenges they otherwise were not prepared to encounter. As a result of the social
support received, during times of discouragement and doubt, the participants were able to
regain focus and persist in completing their doctoral degrees.
Financial support. Similarly, the participants noted the McKnight stipend as a
source of support that contributed toward their persistence in and completion of the
doctorate. Financial support is integral to the success and retention of doctoral students
(Abedi & Benkin, 1987; Benkin, 1984; Bowen & Rudenstine, 1992; Hodgson & Simoni,
1995; Lovitts, 2001). In the words of Bowen and Rudenstine (1992), “In short…money
matters” (p. 12). The participants in this study are no different; money clearly mattered to
them because it alleviated their concerns regarding maintaining a decent lifestyle while in
graduate school. Most participants noted they were able to focus on their graduate work
and were not concerned about balancing school with teaching assistantships or full-time
employment. As the MDFP alumna indicated, without the McKnight fellowship, these
participants would have faced a limited financial picture, which could have created
obstacles and affected their ability to persist in and complete their doctoral programs.
Academic support. Finally, the participants described academic support via
MDFP workshops as a contributing factor in their degree completion. Some scholars
have commented on the importance of supportive relationships between students and
faculty members, and most especially advisors, in the doctoral experience (Boyle &
Boice, 1998; Johnson & Huwe, 2003; Nettles & Millett, 2006). In the early work of Katz
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and Hartnett (1976), these scholars highlighted that, “The nature of the graduate students’
relations with the faculty…is probably the single most salient feature of the graduate
department climate” (p. 59). Interaction with faculty members, both inside and outside of
the academic environment, often spells the difference between retention and attrition for
many students (Lovitts, 2001). As gleamed from the findings, the McKnight Doctoral
Fellowship workshops were important because McKnight faculty were accessible to
provide constructive feedback on literature reviews, dissertation proposals and final
drafts in a timely manner. Additionally, participants were shown how to study for
comprehensive exams and given guidance regarding how to publish and present at
professional conferences. It was evident from the findings that the academic workshops
provided by the MDFP clearly assisted in the participant’s doctoral persistence and
completion.
Summary. Social, financial and academic support systems are critical for African
American women doctoral students to persist in and complete doctoral degrees. As
supported by Tinto (1993) and his theoretical perspective on doctoral student persistence,
if sources of support are nonexistent and challenges occur, [African American women]
doctoral students may not persist within their programs. The participants in this study
vocalized that they understood the importance of establishing some type of support
system throughout their doctoral process. Institutions of higher education that are
interested in retaining African American women doctoral students would do well to
provide social, financial and academic resources in order for African American women
doctoral students to succeed.
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Research question two. Professional development workshops offered by the
MDFP, and advice and guidance extended McKnight faculty and alumni, positioned
participants within this study to enter the professoriate. For example, this finding is
supported by Claugue (1990) and Duckworth-Warner (2003), who suggested that
minority faculty preparation programs assist doctoral students in their growth and
development and prepare them for faculty roles in the academy by: helping to develop
self-confidence; engaging in the exchange of ideals and values related to academic
disciplines; communicating academic and career opportunities; and acting as counselors
as students contemplate professional decisions. The participants maintained that in the
case of the MDFP, a combination of role modeling; career support through career
advisement, networking, identifying job resources, sponsorship and scholarly
collaboration enabled their successful preparation (for) and entry into the professoriate.
Research question three. Overwhelmingly, the participants in this study
perceived their mentoring relationships as a significant experience that contributed
toward their professional success in the professoriate. Additionally, the participants
viewed their professional success as a privilege and an opportunity to give back and bring
other African American women faculty along behind them. In lifting as they climbed, the
participants proudly viewed their professional success as a responsibility to serve as
mentors to both students of color and African American women faculty. According to the
literature, “Mentoring has been considered one of the salient factors in academic and
career success” (Patton & Harper, 2003, p. 67). In discussing their experiences, some of
the participants enjoyed the mentoring they received from both African American and
White colleagues. The mentors were individuals they could look to for advice and

141

counsel and gleam from their success in the professoriate. Conversely, and unfortunately,
there were some participants who felt isolated as new professors because they did not
have a mentor to assist in navigating, what they perceived to be, as a chilly academic
climate. Because some of the participants did not have formal senior faculty mentors to
guide and support them in the early stages of their professional careers, they voiced how
difficult the process can be with limited information and little support. Therefore, it is not
surprising that they currently feel an obligation to mentor and guide other African
American women faculty in their academic careers. Given that they have gone through or
are still going through the process of promotion and tenure, the participants can share
information with new African American assistant professors about the professoriate.
Specifically, the participants in this study can help to clarify misconceptions and decipher
and debunk the overt and covert messages that exist in the process of promotion and
tenure. According to the literature, “Knowledge without wisdom is adequate for the
powerful, but wisdom is essential to the survival of the subordinate” (Collins, 2009, p.
276).
Some of the participants in this study also view their professional success as an
opportunity to have a voice in spaces that have traditionally excluded them. To
paraphrase Dr. Samuels, professional success (i.e., promotion and tenure) provides access
to all resources available to faculty. There are few restrictions once one gets promoted
and no additional hurdles to jump. Some of the participants have used these
opportunities to join committees that make major decisions in their departments, colleges,
and/or institutions. For example, Dr. Jones indicated that promotion and tenure
committees at her institution are limited to tenured professors. Whereas, without the rank,
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she could not participate in these decision-making processes. The rank gives Dr. Jones a
seat at the table, a space to use her voice, and a vote. Additionally, Dr. Samuels also saw
her professional success as an opportunity to teach and conduct research from a nondominant position. In other words, Drs. Jones and Samuels saw their status as a way to
create pathways for African Americans women who are still in the pipeline. Teaching
has been touted to be one of the main reasons faculty of color persist in the academy,
despite research that indicates that faculty of color consistently receive low teaching
evaluations (Turner, Gonzalez, and Wood, 2008). Teaching evaluations are extremely
important for junior faculty who are in the process of earning promotion and tenure. Drs.
Jones and Samuels expressed little concern about teaching evaluations or the type of
research they conduct. As such they get to teach, research, and validate what they choose.
The complexities of the inner workings of the professoriate were vehemently
brought to bear by a couple of the participants in articulating their response to the
experiences that contributed toward their professional success. At the crux of their
responses were race, gender, influence and power. Race and gender were found to be
central in understanding each of their experiences in the professoriate. For example, the
voices in this study amplified the fact that race and gender, and the confluence of both,
affected their lives as African American women faculty and played a major role in their
success in the professoriate. Therefore, critical race theory and critical race feminism
frameworks were appropriate analytical tools for understanding their lived experiences.
A primary tenet of critical race theory and critical race feminism is the centrality
and normalcy of racism and sexism. To paraphrase Dr. Samuels, whether you are an
African American woman in the professoriate or an African American woman working at
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the library, issues of racism and sexism will surface. This premise was pointing to the
endemicity and normalcy of racism and sexism in society and given that colleges and
universities are microcosms of the larger society, they are not immune from these issues.
In this study, some of the African American women faculty expounded upon the
racism and sexism they experienced in the professoriate. While some of the women
suggested that they fully expected to continue dealing with these issues, by virtue of
having faced them their entire lives in predominantly white spaces, Dr. Combs was taken
aback when she was met with racist attitudes. Through identifying racialized and
gendered micro- and macro-aggressions the participants were able to discuss both the
overt and covert ways racism and sexism manifests on a regular basis and in their quest to
be successful in the professoriate.
Experiences of micro-aggressions, insidious due to their often subtle nature, and
macro-aggressions are harmful to those on the receiving end because they have a
cumulative effect (Crenshaw, 2003). However, these assaults are not new. The literature
relative to faculty of color and in particular, African American women faculty, indicate
that they face many challenges and there are constant roadblocks erected to discourage
them from progressing in the academy (Alfred, 2001; Henry & Closson, 2008; Turner,
Gonzalez, & Wood, 2008; Turner & Myers, 1999; Turner, Myers, & Creswell, 1999).
Despite these barriers, the participants in this study seemed to recognize the importance
of being successful in the professoriate, that lifting as they climb is not an easy task, and
that they will be met with challenges, especially those who ascribe to dominant group
thinking. Overall, they understand and view their professional success in the
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professoriate as opportunities to effect positive social change through their work in the
academy with students and faculty and through their teaching, research and service.
Implications for Practice
As institutions of higher education and policymakers continue to address the lack
of African American women professors in the pipeline, graduate schools and program
coordinators, senior leaders at institutions of higher education, the State of Florida
legislature and McKnight Doctoral Fellow program coordinators are strongly encouraged
to develop strategies in addressing the low retention and persistence rate of AfricanAmerican women doctoral students and the underrepresentation of African American
women professors at their respective campuses. Drawing from the current study, these
stakeholders might consider the following recommendations when creating an
environment where African American women doctoral students are empowered to persist
in and complete their doctoral programs and African American women professors can be
successful in the professoriate.
For graduate schools and program coordinators. According to the results of
the study, sources of support (i.e., both internal and external) have a positive effect on the
persistence of African American women doctoral students. Sources of external support
may be in the form of family and friends, financial packages or academic resources.
Graduate schools and program coordinators are unable to address or establish external
support systems for graduate students. However, graduate departments can provide
internal sources of support, such as institutional funding, faculty and academic peers. The
participants in this study stressed the importance of receiving the McKnight stipend for
persistence in and completion of their doctoral degrees. Graduate schools and program
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coordinators would do well to proactively encourage and support African American
women doctoral students to apply for federal funds, such as fellowships through the
National Science and Ford Foundations, in addition to state-wide fellowships, such as the
McKnight Doctoral Fellowship program and local sources. For example, graduate
schools and coordinators might consider partnering with local civic organizations (i.e.,
Tampa Organization of Black Affairs) and Black greek-lettered organizations (i.e., Alpha
Kappa Alpha Sorority, Inc.) to develop fellowships for African American women
graduate students. Additionally, whenever possible, graduate departments might consider
creating and implementing more funding opportunities for their students because
assistantships and fellowships alleviate some of the stress among doctoral students and
allow them to focus on their academics. While pursuing undergraduate degrees, graduate
students may incur a large amount of loan debt. Therefore, graduate departments should
try to decrease the loan options and increase the non-debt financial resources, including
fellowships and assistantships. In addition to the funding component, fellowship and
assistantship programs serve as a channel for community building. Assistantships allow
doctoral students to interact with faculty and other graduate students. As teaching and
research assistants, relationships (i.e., professional, social, and academic) are formed
from sharing office spaces, working on numerous projects, and co-teaching various
classes. These relationships play a critical role in the socialization of doctoral students, as
well. Additionally, these roles assist in preparing doctoral students for the professoriate.
While assistantships can create student-faculty interactions and relationships, it is
important for graduate departments to hire faculty who are willing to provide
psychosocial and academic support to African American women doctoral students.
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Graduate faculty and administrators can offer psychosocial support to African American
women by providing information about campus and off-campus resources to these
students. For example, Arizona State University constructed a Graduate School Resource
Center provides graduate students with a plethora of off-campus resources (i.e., housing,
transportation and childcare) to connect them to the city. Additionally, in order for White
graduate faculty to successfully work with African American women, they may have to
gain a better understanding of the challenges and experiences of these women through
various diversity and multicultural seminars. For example, the National Center for
Faculty Development and Diversity (NCFDD), an independent professional development,
training and mentoring organization, offers monthly individual and institutional
workshops on diversity and inclusiveness in academia. According to the findings,
African American women doctoral students desire faculty members who are nurturing
and academically challenging.
Even though graduate students need support from faculty, graduate students also
need to establish relationships with their peers for comradeship. Thus, graduate
departments should also consider creating an organization which is comprised solely of
graduate students. This type of network will provide peer support for doctoral students as
they advance throughout the doctoral process. Novice students can receive information
on the doctoral requirements, whereas advanced students can offer peer support during
the lonely and isolated dissertation process.
Because these women highlighted the importance of creating safe spaces for
African American women doctoral students, institutions of higher education would do
well to create a physical space, such as a Graduate Multicultural Affairs Office or
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Women’s Center with an emphasis on the needs of African American women. These
physical spaces will allow women to support each other and be in a space where their
graduate experiences are acknowledged and validated. Furthermore, these spaces and
organizations may serve as a form of empowerment for African American women
doctoral students to provide comfort and address various forms of oppression in a
supportive environment. African American women doctoral students need these
counterspaces because some participants in this study indicated that some graduate
departments do not create a welcoming and accepting environment of all differences.
For the State of Florida legislature. Political leaders should consider improving
the pipeline to graduate education for African American women within the State of
Florida and across the nation. Although more African American women are pursuing
higher education, they continue to lag behind White men and women in attaining
graduate degrees, especially doctorates. In reaching out to students as early as junior high
school, African American female students might be encouraged by teachers, family and
other stakeholders to seek higher education. Additionally, it is imperative that secondary
education systems “plant the seed of knowledge” so that young African American youth
are challenged and provided with the resources to excel academically. Dr. Combs’
research population centers upon ethnic and racial minority populations, with a particular
emphasis on adolescents. Thus, she has first-hand experience dialoguing with junior and
senior high students regarding their future academic dreams and goals. Dr. Combs
asserted:
I think we have to plant the seed early on, even as early as high school and
middle school, that you can get your Ph.D., for Blacks or Latinos, or minority
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individuals. Let them know it’s there. I mean, kids like that see basketball,
football, all that stuff, they are trained early. They learn the fundamentals of
it early. We don’t do that for academia, other than the basics. We don’t say
but you can go here and this is the outcome. They see the NFL or NBA player at
the end. But nobody says anything about a PhD in whatever field. So, nobody
knows what it is until you get into school and you start getting exposed to that.
Similarly, political leaders should focus on increasing the pipeline through
African American women during their undergraduate studies. These women should be
motivated by professors and administrators to seek graduate education, as well.
Additionally, these women have access to participate in pre-graduate academic initiatives
and programs, which prepares and empowers underrepresented students to become young
scholars and researchers. These programs will create spaces for graduate faculty who can
serve as mentors to assist in the shaping of cognitive maps for African American women
in undergraduate programs. These maps will provide a better understanding of the
graduate experiences and informal/formal requirements to enter graduate school. Dr.
Vanderbilt echoed this sentiment by stating:
What opportunities do you have in undergrad to work with a professor or publish?
Very few women of color get those opportunities. They don’t. They just don’t.
So, opportunities that would allow people to go to research centers, do a summer
there or publish so that they—they have something to show on their resume when
applying to graduate school. Then once they apply and are accepted into graduate
school, there will be a greater interest to enter the professoriate. This is how you
widen the pipeline.
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By widening the pipeline to higher education, there may be an increase of African
American women who enter and are successful in the professoriate. Therefore, the U.S.
pipeline to higher education for African American women must not end at the bachelor
and master’s level, but must go beyond these levels and policymakers have the power and
resources to ensure advanced degree opportunities are available for this population to
partake.
For higher education institutions. The representation of African American
faculty in general and more specifically, African American women faculty, has grown
over the past 15 years, but higher education still has far to go before parity is reached for
these segments of the professoriate. Institutions of higher education must be more
inclusive of African American women faculty and make best use of the valuable
contributions they bring to the educational setting. Rectifying the unbalanced
representation of African American women faculty can help colleges and universities to
be more effective in improving levels of educational attainment of an increasingly
pluralistic student body and broader society. At the heart of these recommendations is a
hope that higher education administrators will commit to dialogue and action that will
increase the representation and aid in the professional success of African American
women faculty in the professoriate.
Conversations with African American women faculty. Academic administrators
should engage in conversations with African American women faculty that have endured
the promotion and tenure process, both those who have successfully been promoted and
those who have been unsuccessful in the process. Their experiential knowledge might
prove informative to an institution trying to engage in equitable practices in the
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promotion process. However, to be clear this is not a suggestion to “other” African
American women faculty; but these interactions might illuminate issues in the process
that are difficult for White professors to name as inequitable. Findings from these
interactions should be addressed, particularly when issues arise that marginalize or
adversely affect African American women faculty.
Unambiguous rules and accountability. Based upon the dialogue with
participants in this study, academic administrators should establish unambiguous and
transparent rules for succeeding in the professoriate. In other words, the hidden rules
need to be eliminated from the promotion and tenure process. Additionally, several
participants in this study posited that academic administrators should be held accountable
for their beliefs and actions. When upper level academic administrators ignore problems,
they only reify the appropriateness of those problems. Dr. Jones affirmed and discussed
the importance of clear and transparent rules and holding administrators accountable for
their actions:
I think college administrators need to practice what they preach. If you say that
publishing and grants are important, then ensure that people are doing those kinds
of things and support them. I think that people who get away with this stuff have
to be called on the carpet. I shouldn’t have to tell an administrator that I’m not
being treated fairly. I also think that the professors who are working with
doctoral students need to be open and honest with you as well and not play these
little games that they play sometimes. I can accept constructive feedback. Tell me
what I am not doing correctly so I can make the correction. Don’t avoid me in the
hallway. Don’t act like there isn’t an issue. And, if I come to talk to you be open
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to what I am saying. If I say I don’t understand and ask for help, then offer to
help. And, I don’t want to be your token person in the department. Treat me like
you treat any other student or professor who comes through your door whether I
happen to be a person of color or not. If you are writing a book in an area that
you know I have some expertise in it, invite me to write a chapter just like you
go and ask your other colleagues. One thing I noticed at my former university
was that everybody was helping everybody else write articles and books. I didn’t
even get a third year review. I wasn’t even sharp enough to know that I needed a
third-year review. Those kind of things. You have it on the books. Well, who’s
going to mentor this junior faculty to let them know that by the third year you
need to be doing such and such or you need to have done such and such a thing?
When we’re watching all the time around and seeing what’s going on. I’m just
being honest. May things are a little different now, but this is what I experienced.
People tell you one thing, but they mean something else and you are left to figure
it out.
Consequently, the promotion and tenure process would be less daunting if the unwritten
rules of the academy were clearly outlined and adhered to by academic administrators.
A commitment to recruiting, mentoring and retaining. A commitment to
recruiting, mentoring, and retaining African American women faculty is another
opportunity where higher education administrators can assist with the plight of African
American women faculty in the professoriate. Initiatives that fall short of
Institutionalized diversity will result in high turnover of minority faculty (Kayes, 2006).
In addition, institutions run the risk of losing qualified African American women
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professors if they do not address culture shock and the susceptibility toward isolation
within their own departments (Haskins, 1999). African American women professors in
this study recommend sincere recruiting and mentoring of African American women
faculty in order to provide a more welcoming atmosphere at institutions of higher
education. Drs. Adams and Roberts elaborated on the value of sincere mentoring and
support within the academy:
I know with my search, it wasn’t just, well we are able to offer you this package.
But, in our conversation there was concern for the needs of the students and the
faculty members. So, there was an appreciation for what it means to have diverse
voices as part of the faculty. So, I think even the mission of inclusion has to
really be there at the university level. And, I think there needs to be formal ways
to mentor African American women faculty members because I think that
sometime universities can attract African American women faculty, but I think,
being able to sustain them is difficult. I mean even in my own college the
turnover rate with women of color faculty members is high and I know that’s not
rare. So, I think being able to know how to best support us is crucial. Not
only in attracting us to universities, but really how to maintain us is a big deal (Dr.
Adams, personal communication, July 12, 2012).

I think college administrators need to go into places like the McKnight Doctoral
Fellowship program and actively recruit there. You know, they need to look for
organizations that incubate and mentor Black PhDs and people of color as
opposed to assuming that there’s no way that you can find a qualified Black
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candidate, which that’s not the case. Look for, you know, or even look for
institutions that have a higher percentage of Black PhDs and recruit from those
institutions. I mean, it’s not impossible. It’s just that when people are recruiting,
they just send out, you know, like a blanket notice stating they are accepting
applications. And then when we are hired, we need mentors. You know, if they
aren’t heavy with publications, then assign someone to help mentor them through
the process. Institutions need to have a formal mentoring protocol to help new
professors with their faculty development (Dr. Roberts, personal communication,
July 20, 2012).
Additionally, Dr. Samuels emphasized the importance of having a sincere mentor,
regardless of whether they were African American or not. “I mean, choose your mentors
well. Why would you choose someone who’s not committed? My mentor was
exceptional because she took me by the hand.” Dr. Combs described the need to protect
junior faculty’s time by reducing new class preparations and program development,
limiting time consuming classes, providing lower teaching loads in the first years and
providing a filter from department politics. She suggested protection directly through
mentors or through senior faculty supporters.
Dr. Jones recommended formalized support groups and suggested that institutions
design interdisciplinary support groups for junior faculty.
I find it very interesting that universities have not developed support groups for
assistant professors. Senior faculty know what it is like to be the “new kid on the
block.” So, why do we keep making new professors jump over the hurdles we
wish someone would have helped us with. And these support groups can be
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interdisciplinary. I would highly recommend higher education administrators
consider this and provide some senior faculty to help guide them.
Given the importance of mentoring, as voiced by the participants in this study, higher
education administrators should consider employing a variety of informal and formal
strategies to mentor African American women faculty.
For McKnight Doctoral Fellowship Program coordinators. A majority of the
participants lauded the efforts of the McKnight Doctoral Fellowship Program (MDFP)
coordinators as the McKnight Doctoral Fellowship program has served as a great source
of academic, professional and social support, inspiration and empowerment. However, as
with any program, the participants believed there are minor areas the MDFP coordinators
could improve upon and noted that these recommendations may have been implemented
since their graduation from the program. The implications for practice relative to
McKnight Doctoral Fellow Program coordinators are clearly pointed out by Drs. Gulley,
Combs and Vanderbilt:
I know that there is a directory and you can reach out to people in your field. I
know that there are networking opportunities, but perhaps a formal mentoring
program where alumni can request to be a mentor. I think this would enhance
relationships where there is accountability on both ends and a responsibility to
one another. Additionally, I know the McKnight program has a lot to offer, but I
don’t think the fellows are really aware of all it has to offer. So, maybe there can
be a way to increase communication about what the program offers (Dr. Gulley,
personal communication, July 23, 2012).

155

So, there’s no formal mentoring program within McKnight. It is more of an
informal process—if you are willing to seek out somebody and they are willing to
do it, then you have a match and can shadow for the next three years. And, I
mean, other than the people who are staples and come every time, like you see
them all the time, you don’t really know all the faculty and what their specialties
are or who you might be a good fit with. We don’t know that and so if McKnight
could facilitate it a little more that would be helpful to the McKnight fellows.
Because then you’re not trying to fish around. They could say, “Here is your
mentor group” or however they want to structure it. That would be helpful for
dissertation purposes and manuscript development (Dr. Combs, personal
communication, August 6, 2012)

I think McKnight needs to provide the fellows with more hands on support at the
meetings and during the dissertation process. You get a lot of moral support, but
there could be more hands on support. For example, those who are close to
finishing—like they just entered candidacy—they need help. I think a lot of
people get to the end and they don’t know how to finish. I had a peer in my
cohort who I think still hasn’t graduated and part of it is because you work on this
on your own and you do it all alone. I tried to sit with her to teach her how to do
an analysis…not sure if I helped or not, but I sure tried. So, it’s like that hands on
support is really, really needed towards the end (Dr. Vanderbilt, personal
communication, July 26, 2012).
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Based upon the findings from participants in this study, the McKnight Doctoral
Fellowship program coordinators might consider launching new initiatives (i.e., formal
mentoring and hands on support) to further increase the number of African American
women earning doctoral degrees and ensuring their viability and sustainability in the
professoriate.
For aspiring African American women faculty. There are several factors to
consider for aspiring African American women who desire to enter and succeed in the
professoriate. First, given the experiences shared in this study, African American women
faculty who have experienced racism and sexism have to make intentional decisions
about whether or not a career in the professoriate or aspiring to and pursuing the full
professorship is worth it for themselves. For many African American women faculty,
professional success in the professoriate, presents the opportunity to change situations,
practices, and processes, and beliefs related to equity in the academy for those who have
been historically marginalized. In an effort to help aspiring African American women
faculty reach this level, the women in this study provided some pearls of wisdom for
newly hired African American assistant professors:
I think new professors have to build their own network. No matter how you feel
about your colleagues or your administration, building those relationships is key,
and not only for your sanity, but for advancement as well. I also think the
professoriate is an intensified mirror of your PhD program. Trying to balance
how I’m going to balance everything—my writing, my teaching and making
contributions to your department—it’s really key (Dr. Roberts, personal
communication, July 20, 2012).
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I think newly hired assistant professors need to know the culture of the institution
where they will be working. They need to know the culture before they even
apply, you know. And only apply to those places where you really think you will
enjoy being. Otherwise, it’s going to be a bad fit. It is hard to make a bad fit
work. Also, do a lot of observing and less talking. See how the dynamics work
within the department, within the university and just try to find a niche for
yourself in that. I think a lot of times we come out of our doctoral programs and
we want to be superstars and that’s a good way to burn yourself out really fast
(Dr. Gulley, personal communication, July 23, 2012).

We must always maintain our professionalism. And we must always pick our
battles in these kinds of environments. And we have to mentor each other and be
there for each other and collaborate with each other because that’s the only way
to survive. And you have to have that spiritual connection to survive this. That’s
key…I mean that is major. If you don’t have that spiritual connection you can
forget about anything else (Dr. Jones, personal communication, August 2, 2012).

Well, first of all, I want them to not buy into the “dog eat dog” mentality I see a
lot of the younger professors having. You know, a lot of these kids went to
majority schools and so they have a different mindset of how this goes. And, for
example, now when you go into this you’re going to want a mentor, but you can’t
make anybody your mentor. No, that’s a natural evolution where you get along
with someone, you know, and they take you under their wing. So, you know, I
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would like them to begin to not try and plot so much this quote unquote
“advancement” that they think is coming. I understand that it is a job—I get
that—but sometimes in order to move forward, you have to let things happen
naturally. This is not a corporation. I don’t want them to get into that
backstabbing’ thing that I see a lot of these younger Black women doing. So, they
need to take their time and try to identify some like-minded people. And, try to
remember that the student is the customer, basically, and you’re still here to teach
them something (Dr. Samuels, personal communication, July 24, 2012).

Stay focused on your goals. Focus on the end and see the big picture. I think as
African American women we’re too caught up in what the world thinks of us.
Either way, they are going to have an opinion about you. So, do your best work
and “keep your eyes on the prize.” If you’ve made it thus far, you can go the rest
of the way. Just show that you can be successful and what that means for others
who are coming behind you. Show that you have a lot to give and that, in and of
itself, creates change (Dr. Vanderbilt, personal communication, July 17, 2012).
Drs. Roberts, Gulley, Jones, Samuels and Vanderbilt provided great advice for new
assistant African American women faculty ranging from intrinsic implications to
practical steps one can take to be successful in the professoriate.
Recommendations for Further Research
Despite the importance of the retention of African American women doctoral
students, there is limited research on this topic. Therefore, it is important for researchers
and education policymakers to continue to explore the relationship between factors that
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aid in doctoral degree attainment for this particular group of students. The findings of
this study mirror the limited literature on the experiences and persistence of African
American women doctoral students. However, there are a few surprises that warrant
further investigation on this topic. Mentoring plays a critical role in the persistence of
doctoral students, especially African American women. According to the participants’
testimonies, some of the women were not able to form relationships with potential
mentors. Therefore, further research is needed to study the direct relationship between
mentoring and persistence among African American women doctoral students.
Additionally, researchers could explore the rationale behind the lack of mentoring among
African American women doctoral students. Along with mentoring, none of the
participants mention any form of institutional support groups for African American
women doctoral students. Therefore, further research could investigate the graduate
experiences and persistence of African American women, who participate in mentoring
and other types of support groups.
Additionally, this study relied upon a small sample of McKnight Doctoral Fellows
(i.e., African American women) as the primary source and qualitative methods as the
primary means of investigation. Rich interview data from a small number of participants
can provide nuanced reports of African American women faculty experiences. However,
the McKnight Doctoral Fellowship program also includes African American men and
Latinos/Latinas. Thus, increasing the sample of participants may provide a greater depth
and breadth of understanding of the lived experiences of McKnight Doctoral Fellow
alumni who are currently serving in the professoriate.
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Finally, as with most research, as more is learned, more questions arise. Few
studies focus on the African American women professors and the role of African
American women professors in the academy. Further, the body of literature illuminating
the experiences of African American women professors is scant at best. Using a critical
race framework proved relevant in this study and findings supported the propositions that
racism and sexism are not aberrational occurrences in the professoriate and are everpresent factors in their careers; meritocracy, race and gender neutrality, and
colorblindness are in fact dominant ideologies to be challenged; and, experiential
knowledge is necessary to illuminate the effects and influences of racism and sexism in
the promotion processes. Further, Critical Race Theory and Critical Race Feminism serve
to illuminate how power is enacted in multiple interrelated domains. Future studies
employing critical race frameworks should focus on examining the legal and political
implications associated with the promotion and tenure process for African American
women professors. This kind of research may help to reveal any legal rulings associated
with how institutional policies and procedures have been crafted in such a way that
privileges White men as the primary beneficiaries of the promotion and tenure process.
Further, historical and document analyses can be employed to understand the roles
organizations such as the American Association of University Professors (AAUP) and
American Association of University Women (AAUW) in constructing the promotion and
tenure process for African American women faculty.
Reflections
As I reflect on the experience of participating in this project, it is quite an
overwhelming feeling. Dialoguing with Drs. Adams, Combs, Gulley, Jones, Roberts,
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Samuels and Vanderbilt, influenced me and my thinking about the professoriate in ways
that I could not have imagined. Collectively, the experiences of these women helped me
to better understand my place in higher education. That is to say, I belong here, despite
the racism and sexism I may have faced as an undergraduate student, law student, and
doctoral student at predominately white institutions. Those experiences are building my
character and resolve that my purpose in higher education is bigger than my wants,
desires and agenda.
When I began this work, I was excited and hungry to connect with McKnight
alumni and subsequently, African American women faculty. I was eager to learn from
their wisdom and knowledge about the professoriate. It was my pleasure to learn at the
end, that this project did in fact serve as an opportunity for them to reflect on their
journeys and current experiences.
An important part of this study was constant self-reflection as a researcher,
scholar, and future contributor to higher education. As a researcher, this process
challenged me, as it should have. The constant feeling of incompetent-competence was
excruciating. However, my major professor, committee members and peer reviewer
supported me through the process and offered feedback that was helpful to making the
study stronger. As a future scholar and administrator, I am excited to work and
collaborate with African American women as co-researchers and administrators in higher
education.
Conclusion
The African American women in this study are not classified as superwomen, but
individuals who had the ability and strength to overcome many obstacles and hurdles to
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succeed academically and in the professoriate. The participants faced exclusion, neglect,
racism, sexism, and other forms of oppression within their respective graduate programs
and academic environments. However, these African American women, like many others,
gained strength from family, McKnight peers and faculty, mentors at their respective
institutions and their inner selves to persist throughout their arduous, doctoral journey
and professional careers. Many of the women did not receive a “blue print” on how to
navigate the doctoral process or the professoriate, but they empowered themselves to
seek the information they need to achieve success in both arenas. They refused to allow
anyone or anything to hinder or deter them from their ultimate goals: the doctorate and
entering the academy. Oftentimes, African American women are considered victims in
the U.S. social structure and institutions, because inequality plagues African American
women in all aspects of society, particularly the professoriate. Therefore, the African
American women who struggle in their graduate programs and the professoriate are truly
survivors and champions in the enterprise.
The overarching goal of this study was to investigate the underrepresentation of
African American women faculty in the State of Florida. Specifically, this researcher
sought to explore the lived experiences of MDFP alumna in relation to their persistence
in and completion of doctoral degrees, preparation for the professoriate and professional
success in the professoriate. Even though theoretical frameworks served as the
foundation of this research project, the findings are derived from the actual voices of
African American women faculty. Therefore, this study provided the participants an
opportunity to voice, testify, and reflect on their experiences, but, more importantly, the
women created new knowledge on the factors that affect doctoral degree attainment as
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well as the experiences of African American women faculty in the professoriate. To gain
a better understanding of their experiences and how to address the recruitment and
retention of African American women doctoral students and faculty, graduate
departments, higher education administrators and policymakers should take note of the
voices and perceptions of these brilliant scholars. Their experiences will provide a more
accurate portrait for change within academia in the State of Florida and across the nation.
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APPENDIX B:

Invitation to Participate in Study

Date:
Name:
Institution:
Address:
Email:
Dear:
You are invited to be a part of a research study, which focuses on the experiences
of McKnight Doctoral Fellow (MDF) alumna currently serving in the professoriate. I am
conducting this project for my Ph.D. dissertation at the University of South Florida.
As a doctoral candidate in the Higher Education Administration program, I am
interested in understanding your previous experiences as a doctoral student/candidate in
the McKnight Doctoral Fellowship program (MDFP) as well as a faculty member in the
academy. I am also interested in exploring the meaning you attach to your McKnight
Doctoral Fellowship program experiences and how those experiences assisted you in
obtaining your doctoral degree, prepared you for the professoriate and contributed toward
your professional success in the professoriate.
If you decide to participate in this study, I will ask you to do the following:
 Complete a brief biographical data form in order to ensure a diverse selection of
participants for this study. You may return the form to me via email or regular
U.S. mail.
 Allow me to interview you for approximately 60-90 minutes in person, via phone
or Skype, at the location you choose. This interview will focus on understanding
the meaning of the experiences that may have contributed to your degree
completion, preparation for the professoriate and contribution toward your
professional success in the professoriate. Based upon your responses, a second
interview may be required.
 Give me permission to audiotape our interview. I will send you a transcript of the
interview for your review. If necessary, allow me to contact you to clarify or
expand statements made during the interview. All information will be
confidential, and your identity, that of your institution, and any other information
which might identify you in the interview will be masked and not revealed.
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This study is qualitative in nature. My aim is to gain valuable insight into the
experiences of MDF alumna who are currently serving in the professoriate. Your
experiences will assist administrators at institutions of higher education in Florida, those
who work with the MDFP in Florida and similar doctoral student populations. Your
experiences may also provide insight into the value that MDF alumna, as faculty of color,
bring to the professoriate.
Thank you for considering my invitation to participate in this research project. I
hope that you will email or telephone me within the next two weeks and accept my
invitation to participate. Also, if you know of other MDF alumna who are African
American or Latina and are currently serving as assistant professors at a four-year college
or university, kindly invite them to contact me for possible inclusion in my study.
Please do not hesitate to contact me with further questions.
Sincerely,

Dionne J. Ferguson, Esq.
Ph.D. Candidate
University of South Florida
djfergus@usf.edu
(813) 695-6950
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APPENDIX C:

Confidential Biographical Data Form

Name:
____________________________________________________________________
Phone: _______________________________________ Best time to call: _________
Email:
____________________________________________________________________
Fax:
______________________________________________________________________

Please respond to the following questions by choosing the answer which most
appropriately applies to you and writing specific responses on the blank space(s)
provided.

1. Please indicate the name of the graduate institution(s) where you participated in the
McKnight Doctoral Fellowship program.

________________________________________________________________________
2. In what years did you participate in the McKnight Doctoral Fellowship program?
________________________________________________________________________
3. Please indicate your sex: _____Male
_____Female
4. Please select the description that best reflects your race/ethnicity.
____ African American
____ Hispanic/Latino/a
____ Other (please specify) __________________________________
5. In terms of your own educational attainment, you currently hold:
____ Ph.D.
____ Ed.D.
6. Current Employer:
_________________________________________________________
7. What academic discipline(s) do you teach?
______________________________________
8. Are you full – or part-time faculty? _________full-time ________part-time
9. How many years have you taught? _________full-time ________part-time
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10. How long have you been at your current institution? ________years
11. What is your rank/title:
____Instructor/Lecturer
____Assistant Professor
____Associate Professor
____Professor
_________________Other
12: Are you in a tenure track faculty line? ____Yes ____No
13. Have you been granted tenure? ____Yes ____No
Thank you so much for providing this confidential biographical data. Please return the
form to me via email: djfergus@usf.edu within two weeks.
Best regards,

Dionne J. Ferguson, Esq.
Ph.D. Candidate
University of South Florida
djfergus@usf.edu
(813) 695-6950
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APPENDIX D:

Regret Letter

Date:
Name:
Institution:
Address:
Email:
Dear:
Thank you so much for expressing an interest in participating in my Ph.D. dissertation
study entitled, The Underrepresentation of African American Women Faculty: A
Phenomenological Study Exploring the Experiences of McKnight Doctoral Fellow
Alumna Serving in the Professoriate. My qualitative study explores the doctoral and
professional experiences of African American women faculty serving in the
professoriate. The sample for this study needs to be diverse by demographic and
professional characteristics of participants.
Due to these sampling considerations, and because of the limited scope of the project, I
am unable to include you in the study at this time. I appreciate your cooperation in
completing and returning the biographical questionnaire. In the possible event that my
research topic may be expanded, I would like to keep your name on file as a possible
participant.
If you would like to discuss this study, and, as it proceeds, its findings, please do not
hesitate to contact me.
Best regards,

Dionne J. Ferguson, Esq.
Ph.D. Candidate
University of South Florida
djfergus@usf.edu
(813) 695-6950
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APPENDIX E:

Interview Protocol Form

Study Title: The Underrepresentation of African American Women Faculty: A
Phenomenological Study Exploring the Experiences of McKnight Doctoral Fellow
Alumna Serving in the Professoriate
Time of the Interview: _____________________________________________________
Interviewer: _____________________________________________________________
Interviewee (Title & Rank): _________________________________________________

Thank you so much for agreeing to talk with me today. As you know, the purpose of my
study is to explore the meaning of the doctoral and professional experiences of MDF
alumna who are currently serving in the professoriate. I am particularly interested in
exploring your McKnight Doctoral Fellow Program and professional experiences, how
those experiences contributed to your degree completion, prepared you for the
professoriate and contributed toward your professional success in the professoriate.
Additionally, I would like to know what these experiences mean to you in light of who
you are today. Before we begin, I kindly ask that you complete the Informed Consent
Form. The results from this study will be used to fulfill the requirements for my doctoral
degree. I would be very happy to provide you with an abstract of the report upon
completion, if you desire. Our session will last no longer than 90 minutes. You can stop
at any time and for any reason, if you wish. If we could, I would like to begin our
interview with this question:
Research Question 1: Doctoral Persistence and Completion
1. What motivated you to pursue a doctorate degree?
Probes:
 Discuss your adjustment to graduate school?
 Tell me about the support you received while pursuing your doctorate.
 How did you handle challenges?
 What success strategies would you recommend for others pursuing the doctorate?
 Are there other things related to the doctoral process that you would like to share?
Research Question 2: Preparation for the Professoriate
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2. Can you help me understand how and why you decided to participate in the
McKnight Doctoral Fellowship Program?

Probes:
 Approximately, when did you learn about the MDFP (i.e., high school, undergrad,
etc.)?
 What did you understand the goals and objectives of the MDFP to be?
 Do you feel these goals matched your own goals for getting involved? Why or
why not?
 Were there any specific people who influenced you to get involved in the MDFP?
 If yes, who do you feel may have influenced you?
3. I’d like you to think back on your graduate experience as a MDF. What do you
most remember about those experiences and why are they so memorable for you?
Probes:
 To what extent do you attribute your success as a doctoral student to your MDFP
experiences? Why or why not?
 What lessons, if any, did you gain from your MDF experiences that you feel have
stayed with you today?
 How would you describe the relationships you had with MDF faculty and/or
program staff as a doctoral student? What about with fellow MDF participants?
 Were there any specific events, programs, activities, trips, etc. that you associate
with the MDFP that left either a positive or negative imprint on you?
 In what ways did the MDFP prepare you or not prepare you for the realities of the
professoriate?
4. Can you share with me any experiences that may have influenced your desire to
become a full-time faculty member?
Probes:
 Were there any influential family, friends, peers, staff or faculty who encouraged
you to consider a faculty career?
 Were there any other experiences you had that you know influenced your decision
to pursue a faculty career?
 Do you feel that your MDF experiences contributed in any way to your decision
to seek a faculty position? Why or why not?
 Do you feel that your MDF experiences prepared you for the professoriate? Why
or why not?
 If you believe the MDF program prepared you for the professoriate, please share
those experiences?
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Research Question 3: Professional Success
5. How do you define professional success?
Probes:
 Please describe when and how you have experienced professional success in your
own life as a professor?
 If applicable, in what ways has the MDFP assisted in your professional success?
Give examples.
 If applicable, in what ways has your college or university assisted in your
professional success? Give examples.
 If applicable, in what ways have White faculty or other faculty of color assisted in
your professional success? Give examples.
6. What are some of your recommendations for current and future MDF
participants who are preparing for the professoriate?
Probes:
 What suggestions do you have for legislatures to ensure that more African
American women are enrolling in and completing doctoral degrees?
 What suggestions do you have for college/university administrators to ensure that
more African American women enrolling in and completing doctoral degrees?
 What suggestions do you have for MDF Directors for ways to ensure that more
African American women are enrolling in and completing doctoral degrees?
 What suggestions do you have for ways to motivate more African American
women to consider the professoriate?
 What suggestions do you have for MDF participants who are new to the
professoriate?
 What suggestions do you have to assist new African American women professors
in being successful in the professoriate?
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APPENDIX F:

Transcriber Confidentiality Form

I, _____________________________________, agree to transcribe interviews for the
(Insert Printed Name of Transcriber)
doctoral research project of Dionne J. Ferguson, which is entitled, “The
Underrepresentation of African American Women Faculty: A Phenomenological Study
Exploring the Experiences of McKnight Doctoral Fellow Alumna Serving in the
Professoriate.” I will maintain strict confidentiality of the data files and the transcripts.
This includes, but is not limited to the following:





I will not discuss the transcripts with anyone but the researcher.
I will not share copies with anyone except the researcher.
I agree to turn over all copies of the transcripts to the researcher at the conclusion
of the contract.
I will destroy the audio files I receive upon conclusion of the contract.

I have read and understand the information provided above.
_______________________________
Transcriber’s signature

________________
Date

_______________________________
Researcher’s signature

________________
Date
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APPENDIX G:

Informed Consent Form

Study Title: The Underrepresentation of African American Women Faculty: A
Phenomenological Study Exploring the Experiences of McKnight Doctoral Fellow
Alumna Serving in the Professoriate
USF IRB Reference Number: 00008347
Dissertation Chairperson: Wilma J. Henry, Ed.D.
Telephone Number: (813) 974-2430
Principal Investigator: Dionne J. Ferguson, Esq.
Telephone number: (813) 695-6950
1. INTRODUCTION
I, Dionne J. Ferguson, Esq., a Ph.D. candidate in the Department of Adult, Career, and
Higher Education at the University of South Florida, am inviting you to participate in a
research study, which I am completing in partial fulfillment of the requirements for the
Doctor of Philosophy degree. The research will be conducted under the direction of Dr.
Wilma J. Henry, an Associate Professor in the Department of Psychological and Social
Foundations in the College of Education at the University of South Florida. Your
participation in the study is completely voluntary.
2. WHY IS THIS STUDY BEING DONE?
I am conducting a study that investigates the underrepresentation of African American
and Latina women faculty in the academy. Specifically, I will explore the meaning that
McKnight Doctoral Fellow alumna ascribe to their doctoral and professional experiences
and MDF participants. I will use interviews to explore how the McKnight Doctoral
Fellowship program contributed to your educational degree attainment, prepared you for
the professoriate and contributed your professional success. The intent of this study is to:
a) give voice to the underrepresentation of African American women faculty in the
professoriate b) extend understanding of how the McKnight Doctoral Fellowship
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program contributes to the development of African American women faculty, (c) extend
understanding of how McKnight Doctoral Fellow alumna make use of the lessons learned
from the program in their current roles as professors, and (d) provide insight for
legislatures, students and institutions of higher education to address the
underrepresentation of African American women faculty.
3. WHAT IS INVOLVED IN THE STUDY?
I will audio-record and transcribe your interview so as to make sure that I remember
accurately all the information you provide. I will keep these video files and transcripts in
a locked file cabinet in my office and they will only be accessible to and used by me for
purposes related to this research. Your participation today should take about 2 hours. In
addition, I will be asking you to review your interview transcripts to ensure that I have
accurately captured your responses; this should take approximately ½ hour. You will
have a two-week period to review the transcript for accuracy and return to me with any
corrections. If necessary, I may also contact you after your initial interview in order to
clarify any of your responses that were unclear or to solicit missing data. Please keep in
mind that your participation is on a purely voluntary basis.
4. WHAT ARE THE RISKS OF PARTICIPATING IN THE STUDY?
Due to the personal and sensitive nature of some of the questions you will be asked, you
could possibly experience some discomfort as a result of reflecting on and sharing your
beliefs and experiences. Besides this potential risk, which is minimal, there are no other
physical, financial, or psychological risks anticipated.
5. WHAT ARE THE BENEFITS OF PARTICIPATING IN THE STUDY?
In addition to the minimal risk mentioned above, you may also personally benefit from
the opportunity to reflect on and share your beliefs and experiences. In addition, your
participation will enhance the scant body of knowledge regarding the doctoral and
professional experiences of McKnight Doctoral Fellow alumni. Besides these potential
benefits, which are minimal, there are no other physical, financial, or psychological
benefits anticipated.
6. WHAT ARE MY OTHER OPTIONS?
Other than participating in an individual, audio-recorded interview there are no
alternative ways to participate in this study however, your participation is completely
voluntary.
7. CAN I STOP PARTICIPATING IN THE STUDY?
If at any time and for any reason, you would prefer not to answer any questions, please
feel free not to. If at any time you would like to stop participating, please tell me. We can
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take a break or stop altogether. You will not be penalized in any way for deciding to stop
participation at any time.
8. WILL I RECEIVE PAYMENT FOR PARTICIPATING IN THE STUDY?
You will a one-time $10 gift card to Barnes and Noble for participating in this study.
9. IS THERE ANY OTHER INFORMATION I NEED TO KNOW?
Confidentiality:
All the information I receive from you, including your name and any other identifying
information will be strictly confidential and will be kept under lock and key. I will not
identify you or use any information that would make it possible for anyone to identify
you in any presentation or written reports about this study.
Problems, Questions, or Concerns:
If you have questions, you are free to ask them now. If you have questions later, you may
contact me at Dionne J. Ferguson, Esq., 4202 E. Fowler Ave., EDU 105, Tampa, FL
33620, via telephone at (813) 695-6950, or via email at djfergus@usf.edu.
If you have any questions about your rights as a participant in this research, you can
contact the University of South Florida‘s Division of Research Integrity and Compliance
at (813) 974-5638 or my dissertation chairperson, Dr. Wilma J. Henry, at (813) 974-2430
or via email at whenry@usf.edu.
10. DOCUMENTATION OF CONSENT
I understand the information printed on this form. I have discussed this study, its risks
and potential benefits, and my other choices with Dionne J. Ferguson, Esq.. My
questions so far have been answered. My signature below indicates my willingness to
participate in this study and my understanding that I can withdraw at any time.
If you agree to participate in this study, please sign below:
________________________________________
Subject‘s Name (print and sign)

______________
Date

_________________________________________
Person Obtaining Informed Consent (print and sign)

_______________
Date

__________________________________________
Principal Investigator‘s Name (print and sign)

_______________
Date
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